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ABSTRACT
This study sought to identify and investigate the skills that teachers perceive they ought
to have to be effective in classroom management and discipline, and as well, to
investigate the perceived levels of difficulty associated with development of these
skills.
Behaviourally-Anchored Rating Scale procedures were used to design a survey
instrument that consisted of 56 individual skills categorised into eight broad
competency areas. Two 5-point rating scales were used on the instrument, one to
measure the perceived level of importance of each of the individual skills, and the other
the perceived level of difficulty associated with development of the skill. From an
original stratified random sample of 237 teachers in a CathoUc school system teaching
in either primary or secondary schools, there were 101 respondents. Whilst
respondents were not equally representative of primary and secondary teachers, nor
male and female teachers, sufficient responses were received to identify a number of
significant differences between groups as well as identify those specific skills that
respondents in general considered to be the most important, and the most difficult to
acquire.
The results showed that effective skills in classroom management and discipline were
perceived by teachers to be multi-dimensional, and to fall into a number of broad areas.
Generally, skills relating to developing a personal philosophy, using effective
conmiunication, and having positive interpersonal relations, were perceived to be
relatively high in importance, and relatively low in difficulty for teachers to acquire.
Skills involved in teaching the curriculum and individualising it, and in dealing with
and resolving behavioural problems were also perceived to be amongst the most
important, and were perceived to be the most difficult for teachers to develop. Skills
associated with professional development in the area of classroom management and
disciphne were also considered relatively difficult to acquire, but were not considered
as important to develop as skills in other areas.
Further comparisons of the rankings of primary and high school teachers, and male
and female teachers, were undertaken to identify possible differences in skills
perceived to be the most important and difficult to acquire. A number of significant
differences in rankings of importance, and difficulty, were identified.
u
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CHAPTER 1
INTRODUCTION.
Order and control are essential components to the effective operation of a school and it
is through discipline and classroom management policies and practices that schools
establish and maintain the levels of order and control necessary for teaching and
learning to occur.

"Classroom management" and "discipline" are terms often used synonymously to
describe a diverse and extensive range of teacher behaviours and strategies. However,
a distinction is made between the two, with classroom management referring to the
strategies that teachers use to prevent misbehaviour whilst managing the class as a
whole group, and discipline referring to the strategies that teachers use to deal with the
misbehaviour of individual students (Doyle, 1986).

The debate as to how schools and teachers can best manage misbehaviour and develop
a sense of order and control has matured, particularly over the last twenty to thirty
years. Prior to this teachers were expected to adopt what are presently seen to be
authoritarian strategies that were punishment focused as a means to maintain control
(Balsón, 1988). However, since 1970 other approaches such as the preventative
classroom management models of Kounin (1970) and Evertson and Emmer (1982), or
the relationship based models of Canter and Canter (1976), Glasser (1985),
Dinkmeyer, D., McKay, G. & Dinkmeyer, D. (1980) and Gordon (1974) have been
available for teachers to use. These later models focused on providing teachers with a
range of different strategies to use to correct misbehaviour, depending on the type of
student/teacher relationship.
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Other key factors have been identified that influence the behaviour of students in
schools. These include:
• clarity of expectations within a school;
• an atmosphere conducive to effective learning with pupils adhering to a
sensible and fully understood code of behaviour as a matter of course;
• a successful combination of firmness and kindness together with the
expectation of courtesy;
• warmth and humour in relationships;
• support which helped to combat the problems of a difficult environment,
where such existed; and
• a general demonstration of sensitivity.
(Tattum, 1989:73)
These findings and the studies of Rutter et al (1979) suggest that order and control in
schools also develops through a number of whole school variables. These include
consistency amongst all staff in a school, the use of praise and rewards for good
behaviour, the modelling of appropriate behaviour by teachers, and an ethos of
fairness that pervades school life (Maughan and Ouston, 1980).
Traditionally, many of the theories and intervention models in classroom management
and discipline have been based on constructs derived from psychological and
management theory and as such have little obvious connection to the perceptions of
teachers as to what defines and constitutes competent practice in classroom
management and discipline, nor to the identification of the difficulties teachers perceive
they face in acquiring these competencies. Despite increasing research in the area, the
field is still a relatively primitive field of educational research (Doyle, 1986). It is most
important that further research understandings are developed as to the individual
cognitive frameworks that teachers use to maintain classroom order and to deal with
misbehaviour.
Pagel

PURPOSE OF THE STUDY.
The purpose of this study was two-fold. It aimed to identify and investigate the
classroom management and discipline skills that teachers perceive they ought to have to
be proficient and effective in the classroom. In addition, it aimed to identify and
investigate the difficulties that teachers perceive they have in developing and using
these classroom management and discipline skills.
The investigation sought in particular to answer the following questions.
1. What are the most important skills and understandings that teachers consider are
required by teachers to establish effective classroom management and discipline?
2. What skills and understandings in classroom management and discipline do teachers
consider to be the most difficult to acquire?
3. Do similarities and differences exist between high school and primary school
teachers in the skills considered most important to acquire and in the difficulty of
developing them?
4. What are the main background factors which influence teachers' perceptions of the
relative importance of particular management skills and the difficulties of developing
them?
5. Do identified skills and understandings differ from those suggested in the literature?
RATIONALE AND THEORETICAL FRAMEWORK.
Classroom management and discipline has received relatively little attention in the field
of educational research. As Doyle reports, most researchers have tended to take a
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restrictive view of the field and to focus on individual actions rather than on "the sum
total of what teachers do in classroom settings" (1986: 392).

Developing new understandings of what teachers do, and think they do, helps
researchers and educators understand teachers' perceptions and decision making
processes (Kyriacou, 1986; Kyriacou 1991). Doyle (1986) maintains, this helps
researchers develop a broader understanding about what really happens in classrooms,
thus providing a better foundation for designing teacher education programs that will
meet the needs of both beginning and experienced teachers.

Evidence suggests that many beginning teachers experience some problems in
controlling individual pupils and classes (Reid, 1989). In a study of 4350 graduate
teachers Reid found that 63.5 percent had some problems and 14 percent had major
difficulties in controlling individual students, while 53 percent had some problems and
7.6 percent major difficulties in controlling classes as a whole. In addition, problems
with discipline have been consistently reported to be a major source of stress for
experienced teachers (Otto, 1986).

This investigation aims to collect data that will assist in understanding firstly, the
perceptions that teachers themselves have of essential skills in classroom management
and discipline, and secondly, the difficulty they perceive they have in acquiring these
skills. The data will:

• broaden the existing knowledge base in the field;
• assist teachers to develop understandings and methods to enhance their skills in
classroom management and discipline;
• give researchers greater insights into the skills teachers consider to be essential to,
and the difficulties they encounter in, classroom management and discipHne;
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• assist course developers, teacher educators and educational administrators to
develop greater understanding of how teachers believe they develop and utilise
skills in classroom management and discipline.

The expected benefits of this investigation to key stakeholders in the education process
are as follows:

Teachers will benefit through communicating their perceptions and difficulties to the
broader educational community. Communicating difficulties experienced in classroom
management and discipline is one of the taboos of the teaching culture (Rogers, 1990).
It is anticipated that the results of this investigation will allow for such difficulties to be
identified and reported on in a systematic manner.

As teachers generally teach in isolation from other colleagues they are not always
aware of the difficulties that others face. This investigation will assist teachers to find
out that the difficulties they face could be similar to those experienced by others.

Administrators will benefit through developing broader and specific understandings
of the skills that teachers perceive they must have and the general types of difficulties
that teachers face in developing these skills. This will be important in the planning of
professional development programs for schools.
m

Teacher Educators will benefit by understanding the types of skills that teachers
perceive as being essential to the tasks of classroom management and discipline and by
including programs for the development of these skills in teacher training programs. In
addition, the results can enable course developers to check on the relevance and
appropriateness of the content of existing teacher education courses in classroom
management and discipline.
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Students will ultimately benefit if these skills are developed as a result of increased
understanding and commitment amongst teachers, teacher educators and policy
makers.
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CHAPTER 2
REVIEW OF LITERATURE.
Over the last forty years researchers and practitioners alike have been actively involved
in attempting to define precisely what classroom management and discipline are and to
identify what are the component skills that determine effectiveness in these areas. Since
the 1950s gradual and subtle changes as to what constitutes and defines discipline
have emerged in the literature. There is no doubt that the concepts of classroom
management and discipline are both concerned with developing a sense of order in
classrooms and correcting misbehaviour in individual children, but effective discipline
is now also seen to be a function of the overall organisation and administration of a
school.

Along with these changes, many teacher behaviours that were previously associated
with "good" discipline are no longer seen as acceptable. In addition, teacher practices
in classroom management and discipline are open to greater scrutiny by colleagues,
students and parents.

As Rogers (1990:7) reports, discipline in the 1950s "was a 'thick ear', respect for our
masters, a cane across the hand or legs, or the dreaded trip to the principal's office".

Discipline was the teacher's prerogative. It was based on the assumption that fear,
control and force would ensure compliance. Balsón (1988) maintains that teachers
made all the decisions about student behaviour and these were generally supported by
parents, school administrators and society in general. Teachers were always right and
their motives and behaviour were rarely questioned.
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Contemporary thinking concludes that teacher practices based on forced compliance,
but construed as "good" discipline, are no longer appropriate (Balsón, 1988). These
teacher behaviours are seen to be forms of punishment. As Rogers (1990:12)
concludes, "if we want to punish someone, lets call it by its right name".
The literature is clear that misbehaviour is not a recent phenomenon and that most
misbehaviour is minor in nature (Conway et al, 1990; Galloway et al, 1989). Attention
has also been drawn to the view that disorder and misbehaviour in schools is a recent
phenomenon and the validity of this view, often expressed in the public media, has
been questioned (McManus, 1989; Lawrence et aL, 1984). McManus and Lawrence
draw upon historical sources to highlight documented records of riots and disturbances
in schools. The first reported incident of fighting and plunder occurred at Cambridge in
England in 1261. Other early incidents include the armed occupation by students of
Edinburgh High School in 1587 and a riot in Eton in 1818.
New understandings as to what causes and constitutes misbehaviour have emerged
since the 1970s, leading to new definitions of classroom management and discipline
being developed. These changes have largely emanated from a pioneering study by
Kounin (1970) which was the first to systematically challenge the belief that the child
was the cause of all classroom misbehaviour. As a result, researchers began to focus
on the processes and skills involved in teacher decision making, the strategies that
teachers need to deal successfully with misbehaviour and, more importantly, the skills
they need to use to prevent misbehaviour (Kyriacou ,1991). The consequence is that
classroom misbehaviour and academic failure are now seen to be determined, or at
least strongly influenced, by the curriculum and organisation of the school as a whole
(Slee, 1992).
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There appears to be little doubt that the issues pertaining to classroom management and
discipline are much more complicated than was previously thought. As Slee
(1992:194) maintains, "this has taught us that ... school discipline is more complex
than the popular press or nostalgic comparisons would indicate".
It is not surprising then that the development, implementation and evaluation of
effective school and classroom policy and practice in this area are just as complex for
teachers, administrators and researchers .
DEFINING CLASSROOM MANAGEMENT AND DISCIPLINE.
A wide range of definitions of classroom management and discipline is prevalent in the
literature (Doyle, 1986; Good and Brophy, 1987; Emmer, 1987; Sanford et al, 1983;
Rogers, 1990; Tumey et al, 1992). The one common element in their definitions is that
they attempt to provide teachers with a framework as to how they can best prevent
and/or deal with misbehaviour.
In a definitive analysis of the literature Doyle (1986) draws a clear distinction between
the terms "classroom management" and "discipline". Classroom management is
defined as "the actions and strategies that teachers use to solve the problem of order in
classrooms" (p 397), while discipline is referred to as "the treatment of misbehaviour
in classrooms and schools" (p 394).
Doyle's distinction between these two terms is critical, yet simple. Discipline requires
teachers to focus on, and deal with the misbehaviour of individual students. Classroom
management, on the other hand, requires teachers to develop and maintain a sense of
order by focusing on the class as a whole, or as a collection of smaller groups. This
difference still acknowledges the need for teachers to deal with misbehaviour and to
provide for ongoing attention to the tasks of teaming.
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Nevertheless, defining the management function in terms of handling
misbehaviour or eliciting and sustaining engagement tends to emphasise
individual students as the target of the teacher's thinking and action and
does not always capture the group dimensions of classroom management.
(Doyle, 1986:395)
The strategy for the use of classroom management skills is, therefore, to prevent
misbehaviour through the use of planning, organisational, and limit-setting
behaviours, that establish an environment in which effective learning and instruction
can occur (Doyle, 1986; Sanford et al, 1983; Emmer, 1987; Tumey et al, 1992).
Discipline refers to the skills that teachers use to deal with misbehaviour after it has
occurred.
A FRAMEWORK FOR UNDERSTANDING DEFINITIONS.
There is little doubt that definitions of classroom management and discipline which
have evolved over the last four decades reflect changes in understanding about the
factors that influence appropriate behaviour and misbehaviour in schools and the
teacher's role in dealing effectively with and/or preventing misbehaviour. The
definitions of Doyle (1986) highlight some of these changes, distinguishing between
preventative classroom management strategies and discipline strategies that are aimed at
dealing with misbehaviour after it has occurred. However, this distinction is not
always clear in the wider literature, where often the terms are used synonymously.
In addition to this, subtle changes have occurred in the use, and accepted meaning, of
the term discipline. Where three to four decades ago discipline was perceived to be
derived through authoritarian school and teacher practices, it is now perceived to be an
outcome of whole school practices and policies consistently and positively applied by
teachers. Whilst these changes can be seen to be part of a continuous evolution they are
more likely to represent three different stages of development.
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These three stages of development can be broadly classified as the reactive stage,
focusing mainly on the use of punishment; the responsive stage, involving a search for
more effective ways for teachers to respond to misbehaviour; and the inclusive stage,
which views discipline as part of the overall school curriculum and pattern of
organisation.

Each of these stages reflects different sets of assumptions and concepts of what
constitutes discipline and its associated teacher practices in schools. Whilst the three
stages share some common elements, they are based on different social and
professional expectations of teachers and operate at different levels of the
organisational hierarchy of schools.

In the 1950s teachers were expected to have an authoritarian style of discipline.
Relationships between teachers and students were not important. The role of the
teacher was to ensure that students did as they were told and did not challenge
authority. In the 1970s these expectations began to be challenged as society became
more democratic. Teachers began to be expected to use strategies that focused on
student/teacher relationships and it was through these relationships that teachers were
encouraged to manage misbehaviour effectively . However, it was in the 1980s that
schools began to be encouraged to look at the whole school as a unit of managing
order and misbehaviour. The teacher's role was to be part of a school team of teachers
who implement the school policy in a consistent manner.

Discipline in the 1950s and 1960s was largely teacher centred. It was as Docking
reports, "something which must be achieved before the real business of teaching can
take place" (1989:7). However, teacher discipline practices in these times were aimed
at suppression and dealing with misbehaviour after it had occurred. In this sense it was
reactive and did not focus on constructive ways to deal with misbehaviour. Prevention
of misbehaviour occurred through threats and other suppressive strategies.
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In the responsive stage, teachers were encouraged to develop relationships with their
students and to use these relationships to assist in dealing with misbehaviour. The
types of relationships were varied, however teachers were generally encouraged to
develop a consistent approach. It is because teachers could begin to plan their strategies
and utilise effective teacher/student relationships to deal with misbehaviour, that this
stage is referred to as the responsive stage.

The reactive and the responsive stages shared similar limitations in that they both
focused on discipline as a response to misbehaviour. The focus for these interactions
was mainly in the classroom. Misbehaviour in these stages was dealt with, rather than
being understood as the product of poor planning and teaching skills, irrelevant
curriculum or lack of cohesive school policies. Subsequently, however, misbehaviour
began to be related to other factors in the school besides the teacher's authority and
teacher/student relationships. This stage is referred to as the inclusive stage.

Discipline in the inclusive stage, is a process that cannot be separated from the
curriculum, instruction, and whole school organisation. Pupil misbehaviour is
influenced by a teacher's management and teaching styles, as the research of Kounin
(1970) indicates. If a teacher has ineffective management and/or teaching skills then
misbehaviour cannot be eliminated before teaching takes place. As Hargreaves
maintains, discipline is linked to a teacher's abiUty to engage "young people in the
central purposes of their learning" (1989:5).

In this stage discipline is a function of what is taught in schools and how it is taught.
There is recognition of the need to deal with misbehaviour, but not as an end in itself;
rather it is part of a process that provides for order in schools, self control and the
development of long term responsible behaviour in students (Hargreaves, 1989;
Rogers, 1990).
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The three stages can be typified as shown in Figure 1. The diagram demonstrates the
interaction of the three stages and how the reactive and responsive stages have both
been embraced, and their scope expanded, in the inclusive stage. The common
denominator among the three stages is that they all attempt to provide for the needs of
teachers to deal with misbehaviour. This is demonstrated in the diagram where the
three stages overlap.

The inclusive stage also embraces other aspects of the responsive stage, in particular
the need for assertive teacher behaviour, constructive teacher/student relationships, and
planned responses to misbehaviour. What is different is that the inclusive stage
recognises the need for preventative measures as well as policy development and
policy implementation to be undertaken within a school, and on a whole school basis.
This has resulted in discipline being embodied into a schools' broad management plans
through which the behaviour of individual teachers and students become guided by
school policy.

Inclusive Stage

Reactive Stage

Responsive Stage

Figure 1. Stages of Discipline.
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A FRAMEWORK FOR INTEGRATING DEFINITIONS OF CLASSROOM
MANAGEMENT AND DISCIPLINE.
The three discipline stages have a clear developmental framework through their
evolution over the last four decades. But when compared with the classroom
management models of Kounin (1970), Evertson and Emmer (1982) and Doyle
(1986), this pattern of evolution is not apparent. The responsive stage and the models
of classroom management occurred during the same era, yet evolved separately from
each other. They differed philosophically as to the cause of misbehaviour and as a
result each had a different focus in the classroom.

Primarily, the responsive stage encouraged teachers to find more effective ways of
dealing with misbehaviour whilst the classroom management models focused on
preventing misbehaviour. Because of this teachers were encouraged to develop
different sets of practices focusing either on the teacher/student relationship or the
management procedures for the whole class. It was not until the research of Rutter et al
(1979) that a clear model emerged that formed the foundation on which these two
separate models could be merged.

What has become apparent is that the different models of classroom management and
discipline each target different sectors of school life. The various models differ in
regard to when and how misbehaviour is dealt with and/or conceptualised, and as such
the approaches can be compared with each other based on these differences.

The major differences can be conceptualised on the organisational complexity through
which the problems of order are dealt with and responded to. It is apparent that the
reactive model focuses entirely on the teacher and the authority bestowed on individual
teacher actions which treat students more or less as objects. This differs from the
responsive model that focuses on the relationships between teachers and individual
students, who often actively participate together in the behaviour management process.
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These approaches differ from Kounin's classroom management model, with its whole
class rather than individual focus, that seeks to prevent misbehaviour rather than deal
with it after the event, and utilises strategies for teachers to plan for and manage
effectively the class as a whole group.

On the other hand, the inclusive approach perceives problems with classroom
management and discipline to be best overcome through a whole school focus, in that
the discipline and classroom management practices of a school are developed to take
into account not only teachers and students, but also whole class and whole school
issues, so that consistent practices can be adopted to both prevent, and deal with,
misbehaviour. This model has been broadened further to incorporate the curriculum,
ensuring that discipline can not be separated from the overall organisation and
management of the educational programs and curriculum of a school (Slee, 1992).

THE REACTIVE AND RESPONSIVE MODELS.
Discipline has long been associated with an era where teachers had unquestionable
authority and were free to use punishment extensively (Slee, 1992). Teaching has an
authoritarian history and these practices were, in the past, both expected and supported
by society (Balsón, 1988) .

In this traditional approach, the locus of control was with teachers and remained
external to students, applied when and how a teacher deemed appropriate. The
expectation was, as Slee (1992:4) reports, that through fear and habit, "sometimes
euphemistically called 'respect'", students would come to control their own behaviour.

Teachers were able to utilise strategies that in effect forced students to follow their
decisions. Corporal punishment was frequently used, the implication being "that
control by force was the necessary ingredient" (Rogers 1990:8). Students were
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punished not necessarily because their behaviour was inappropriate but more because
their behaviour was a threat to authority.

Because traditional discipline focused on the use of punishment to control students it
can be perceived to be a reactive approach to dealing with misbehaviour. It is reactive
because teachers focused on and blamed students for misbehaviour, students were not
encouraged to develop self-discipline, nor were teachers encouraged to develop
effective relationships with their students, to use strategies to prevent misbehaviour
occurring or to plan systematically to deal with misbehaviour once it occurred. Without
mechanisms and support in place to prevent and/or deal systematically with
misbehaviour, and in a culture that expected and rewarded authoritarian strategies,
teachers had little opportunity to develop strategies, other than those that were a
reaction to misbehaviour.

Teachers were given the freedom to deal with misbehaviour as they saw fit, without
being challenged by social norm or school policy. Without alternative understandings
of the causes of misbehaviour, teachers only had their positional "authority" to deal
with misbehaviour. As a result, they often used punitive measures when they
considered their authority was challenged.

As Rogers (1990) eloquently suggests, reactive discipline involved students being on
the receiving end of corporal or other punishment, whether it was from the teacher or
the principal.

However, wider social changes began to impact on schools as the traditional social
system was replaced by a progressively democratic system. Balsón (1988:4)
postulated that because of these changes "teachers found that they could no longer
dominate students". These changes reflected the emergence of a responsive model of
discipline. This model began to question the continued use of authoritarian strategies
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by teachers, and in particular the use of punishment. In fact, the use of reactive
strategies began to be seen to be more an indicator of ineffective rather than effective
discipline and teaching (Enmier, 1987). The use of the term discipline as a word
synonymous with punishment was increasingly viewed as educationally misleading
and inappropriate.

As a result, discipline began to be viewed more broadly in terms of how teachers could
best respond to, and correct, misbehaviour. The focus of the disciphne debate began to
centre on the student/teacher relationship and was defined in terms of how teachers
could best influence the behaviour of children (Canter and Canter, 1976). It was
assumed that the answer to discipline problems lay in the type of relationships that
teachers and students developed. As Glickman and Wolfgang (1979:7) announced,
teachers had available "a rash of teacher-child interaction programs and models" to
overcome misbehaviour. Teachers were encouraged to use programs that were often
psychologically based and derived from case study approaches to student development
(Slee, 1992). Popular examples of these approaches included Assertive Discipline
(Canter and Canter, 1976), Systematic Training for Effective Teaching (Dinkmeyer et
al, 1980), Teacher Effectiveness Training (Gordon, 1974) and Reality Therapy
(Glasser, 1965).

Teachers were asked to use strategies that were associated with these programs, the
main difference being which ideologies the programs were associated with. Glickman
and Wolfgang (1979) identified three main "ideological camps" and defined these as
the non-interventional, the interactional and the behavioural. The degree of power that
teachers could use in their relationship with their students was the major philosophical
difference between the models. The non-interventional and behavioural "camps" were
perceived to be at opposite ends of a continuum of power. "At one end the child has
most control of his/her behaviour. At the other end, the teacher subsumes the child's
power" (Glickman and Wolfgang, 1979:8).
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The responsive model differed from the reactive model in that teachers were provided
with theoretical frameworks to anticipate how they could best respond to misbehaviour
and motivate students to return to the task of learning. Mainly these frameworks had a
psychological basis ranging from behaviourism to individual psychology (Dinkmeyer
et al, 1980). Teachers were able to first gain insights as to why children misbehaved
and then plan strategies to deal with the misbehaviour. The core component of this
approach was the teacher/student relationship and these frameworks acknowledged that
there was a range of teacher roles outside the mould of authoritarianism. Teachers
could select strategies, that ranged from teacher centred to child centred, that best
approximated the type of teacher/student relationship they preferred. As a result, the
frameworks provided teachers with specific behavioural responses they could use to
best deal with misbehaviour.
Like the reactive model, the responsive model mainly focused on the teacher's style in
dealing with individual misbehaviour. In this regard, it did not provide a whole class
organisational focus and structured management perspective for preventing
misbehaviour. However, the later works of Glasser (1986) and Balsón (1988) did
provide insights into the value of co-operative groups and learning teams as a dynamic
process that encouraged student co-operation and minimised opportunities for
misbehaviour.
The responsive model has come under criticism in the literature. Slee (1992) asserts
that the model has not been empirically validated, that it has too narrow a focus and
that it has encouraged teachers to believe a "quick fix" can be found to the problems
they encounter in the classroom.
In addition, both models are viewed within the framework of relationships in the
classroom, and in particular the way in which teachers can deal with misbehaviour
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after it has occurred. The models focus on the dynamics involved in individual
interactions between teachers and students and the relative power in these relationships
in terms of a process for understanding and dealing with misbehaviour. They ignore
the dynamics of the class as a whole group and its influence on individual behaviour,
and the organisational procedures that teachers can use to prevent misbehaviour. As
Kounin (1970) clearly expounded, whole classes develop an identity of their own and
the dynamics differ from those that occur between individuals. To assume that the
dynamics are similar in terms of a collection of individual relationships is fraught with
danger (Doyle, 1986). As Doyle maintains:
the substance of the management function ... is the classroom group, and
the primary focus of the teacher in the pursuit of order is setting creation
and maintenance rather than individual behaviour
(Doyle, 1986: 396).
By primarily focusing on didactic relationships within the classroom, these models
have ignored the wider issues that impact on behaviour in schools and in classrooms.
Such variables as the system of rules of the school, the procedures for grouping
students, the overall curriculum, the quality of teaching, the successful learning
experiences of students and the timetable all have effects on behaviour (Lawrence et al,
1984). By reducing the variables to ones that are relationship-based, teachers using the
reactionary and responsive models denied themselves the opportunity of understanding
the dynamics beyond their direct control that influenced behaviour in their classrooms.
THE WHOLE CLASS APPROACH TO CLASSROOM MANAGEMENT.

This construct of discipline emerged from the research of Jacob Kounin in the late
1960s. Kounin's research initially involved studying, and assessing, the effects of
specific teacher behaviours and structures on children's behaviour, through
observations and video recordings. He found that misbehaviour occurred more often in
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classrooms where teachers did not provide and use on-going structures such as rules
and routines, nor provide positive feedback to children (Kounin, 1983).
Kounin concluded that these were problems associated with focusing on individual
children and he began to encourage teachers to look beyond the individual child and
focus instead on the class as a whole in terms of providing structure and procedures.
When teachers were able to do this they were able to minimise incidents of
misbehaviour in their rooms. High levels of pupil involvement and achievement and
low levels of disruption began to be associated with the effective designing and
planning of activities, the establishment of norms for work and behaviour and the
systematic monitoring of the whole class (Calderhead, 1984).
Kounin's findings were later supported by studies conducted in the late 1970s and
early 1980s by Evertson and Emmer (1982) and Sanford et al (1983). Doyle (1986),
in an extensive review of the literature further supported these findings as did later
work of Emmer (1987).
The research of Evertson and Emmer (1982) was conducted through observations in
the classrooms of 27 third grade teachers and 51 seventh and eighth grade English and
Mathematics teachers. Whilst they noticed differences between the primary and
secondary grades they concluded that these "were more a matter of adjustment to the
age level, subject and differences in classroom grouping than differences in qualitative
principles" (1982:10).
... the better managers established routines and procedures to guide student
behavior in a variety of classroom activities and take considerable care in
teaching the system to the students. Departures from expected behavior are
generally dealt with promptly so that the students receive feedback, and the
consequences are clear and consistent. The teacher monitors student
behavior carefully and, thus, is aware of small problems before they become
Page 20

big ones. Better managers are also more likely to explain, give directions
and communicate information effectively
(Evertson and Emmer, 1982:10).

As a result of their research Evertson and Emmer were able to document a process
through which teachers could become more effective classroom managers. Effective
classroom management, that is the steps that teachers go through to prevent classroom
misbehaviour, occurs when teachers adopt a system that involves planning before the
school year begins, a particular management style during the first few weeks of term,
and deciding upon the key behaviours they need to engage in to maintain the
management system over the year (Evertson and Emmer, 1982).

The process begins with teachers having to determine the behaviour they expect in their
rooms, translating these expectations into procedures and rules and finally identifying
the consequences they could apply when children follow or break the rules.

The next phase involves teachers establishing class norms and patterns of learning
oriented behaviour. This involves teachers taking a leading role in the classroom,
setting aside time on the first day to discuss the rules, then teaching classroom
procedures systematically and as needed. Initial learning tasks should allow for a high
success rate, focus on teaching the class as a whole, review and reteach the rules and
procedures and refrain from assuming that all children know all of the rules after one
lesson.

The last phase involves teachers monitoring at all times the behaviour and work of the
children, directly dealing with misbehaviour and making students accountable for their
work and behaviour.

As Good and Brophy (1987: 219) maintain, this process allows teachers to "prevent
misbehavior by eliciting student co-operation and involvement in assigned work", the
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major benefit being that in developing these structures teachers build the platform for
classroom success (Blankenship, 1989).
TOWARDS NEW DEFINmONS OF DISCIPLINE.
Throughout the 1980s researchers started to focus on a new way in which the concept
of discipline could be constructed in light of findings of research into the influences of
whole school structures on behaviour. Just as Kounin's work in the 1960s had
introduced a new dimension to the discipline debate through the notion of prevention
of misbehaviour through effective management and controlling the dynamics of the
class as a whole, so the research of Rutter et al. (1979) later drew attention to similar
processes that operate at the whole school level.
As a result, certain changes occurred as to how discipline was defined. New
definitions moved away from the notion of discipline referring primarily to a teacher's
reaction or response to misbehaviour. The new definitions attempted to explain
discipline in relation to whole school and classroom management. Factors that needed
to be taken into account included the influence of the school as a whole (its ethos and
policies), the quality of teaching, the quality of effective classroom management
procedures, and how these influenced student behaviour. The new definitions also
attempted to acknowledge the reality of classroom life in that teachers could not be
expected to prevent all misbehaviour occurring and therefore would need to develop
strategies for dealing appropriately with misbehaviour when it did occur. However,
this meant that teachers needed to plan as much for discipline as they would in any
other curriculum area (Rogers, 1989a).
Emmer (1987:233) provided a broader definition of discipline to indicate "the degree to
which students behave appropriately, are involved in activities, are task oriented and
do not cause disruptions".
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Emmer asserts that a teacher's ability to apply discipline skills arises as an outcome of
appropriate conditions for learning being established through effective classroom
management. It is the way in which teachers prevent problems from occurring that
reflects their ability to minimise disruptions and keep children on task. Enmier's
definition links discipline with the learning task at hand and with classroom
management in general. This differs from the former reactive model in which it was
considered necessary for discipline to be in place before teaching could occur.

Rogers (1990:10), proposes a similar link between classroom management and
discipline, but goes beyond the boundaries of the classroom to define discipline as:

the teacher directed activity whereby we seek to lead, direct, manage, or
confront a student about their behaviour that disrupts the rights of others,
be they teachers or students. This teacher behaviour has goals beyond
retaliation or punishment. It aims to lead students towards self control and
personal accountability.

Rogers' definition also focuses on the teacher's role within the school organisation
rather than solely within the classroom. To Rogers, discipline has four components.
The first two components are concerned with preventing and dealing effectively with
misbehaviour. The third involves the type of teacher/student relationship needed to
support effective discipline, and the manner in which teachers restore positive
relationships with students as soon as possible after misbehaviour has been corrected.

The fourth element relates to the purpose of discipline, in that it is not an end in itself.
It must be tied to socially acceptable outcomes that recognise the rights of individuals
and the school. Its structure encompasses preventative, corrective and contextual
components as well as recognising the role that the whole school plays in supporting
the disciplining processes (Rogers, 1989a). For this to occur the goals for discipline
across the school need to be developed as a collaborative and planned process
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involving all the staff in much the same way as any other curriculum area (Rogers,
1989b).
Docking (1989) suggests that there are two factors that are crucial to this process. The
first is the willingness of the school staff to review, and change teaching practices, and
the second, is a sense of justice that needs to permeate the school organisation and
culture.
Teachers' roles have changed as a result and they need to adopt a broader view of
teaching; one where they are actively promoting student success, and developing in
students a deeper understanding of themselves and the world (Slee, 1992). This
broader view of discipline acknowledges the wider social role of schools to provide
their students with planned opportunities to develop a sense of moral responsibility,
and a sense of security that will enhance their self esteem and learning.
INCLUSIVE MODELS.
The definitions of Rogers and Emmer reflect the changing ways in which discipline
has been conceptualised in the last ten years. These changes acknowledge its central
role to the purpose and effective operation of schools (Slee, 1992; Docking, 1989) and
classrooms (Kyriacou, 1991; Turney et al, 1992; Doyle, 1986). Central to these
changes is a notion of congruence that needs to exist across all operational levels of a
school. In turn, the expectations of behaviour and types of relationships that
predominate in schools need to be congruent with the broader expectations of local
communities and society in general.
These models are concemed with practices and policies that not only develop order and
learning in schools, but actively facilitate the development of self control and
responsible behaviour in students (Docking, 1989). Rogers (1990:11) expands on this
by asserting that the goals of a discipline policy should be:
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• To develop students' self discipline and self control
• To enable students to be on task with their learning
• To enhance student's self esteem
• To encourage accountability for behaviour
• To encourage the individual student to recognise and respect the rights of
others
• To affirm cooperation as well as responsible independence in learning
• To promote the values of honesty, fairness, respect for others, etc.
• To enable rational conflict-resolution.

The challenge appears to be for schools to develop their policies and practices in such a
way that they provide an orderly learning environment that enhances student
development and welfare as part of the overall management of the curriculum (Slee,
1992). For this to occur, schools need to focus on policy changes that develop
effective practices in both the classroom and across the whole school (Docking, 1989;
Rogers, 1990).

The challenges for teachers in operating effectively in the classroom are diverse and
complex. As Good and Brophy (1987) suggest, teachers need to function as decision
makers in these environments and develop understandings not only of the content that
they have to teach but of the processes they have to teach with. This involves them in
"planning for lessons, making decisions about lesson pace, explaining material clearly
and responding to individual differences in how students learn" (Good and Brophy,
1987:3).

THE SKILLS AND COMPETENCIES THAT TEACHERS NEED.
Classrooms are complex learning environments in which many different tasks are
required of teachers. Not only do they teach, but they have to keep records and
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motivate students to leam in the classroom environment where many things could be
happening at any one time. In some lessons teachers need to be able to ask questions,
listen to and answer questions and monitor the behaviour of all the class. In addition,
teachers need to be able to make immediate decisions about how to deal with
unanticipated events. This needs to occur in the context of a positive classroom climate
where teachers have rules and orderly procedures established and they treat their
students with respect.

Researchers have begun to focus specifically on the array of skills considered essential
to teaching. Kyriacou (1991:8) maintains that there are seven such skills: planning and
preparation; lesson presentation; lesson management; classroom climate; discipline;
assessing pupil's progress, and reflection and evaluation.

Like Good and Brophy (1987), Kyriacou acknowledges that it is through teacher
decision making processes that the successful implementation and integration of these
skills occurs. Teachers need to develop both the ability to make correct decisions and
the ability to master the implementation of these skills in the context of the classroom.
What works with one group of students will not necessarily work with another.

Kyriacou suggests that there is considerable overlap and interaction among these
seven skill areas. Development in one area often affects development in another. In
addition, four of these areas (lesson presentation, lesson management, classroom
climate and discipline) involve teachers in interactions with their students. Therefore
teachers need to be continually monitoring, adjusting, and responding to the needs of
the students and the situations their behaviours present (Kyriacou, 1991). The ability
to plan effectively is essential, as is the teacher's ability to be flexible in implementing
these plans (Good and Brophy, 1987). Inflexibility can lead to reluctance among
students to engage in the classroom tasks they have been allocated.
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In an analysis of the competencies that teachers need to become effective classroom
managers, Tumey et al. (1992) draws attention to the notion that the processes and
tasks of teaching are dynamic and constantly changing. They attribute this to the need
for teachers to respond to the changing expectations of others that they deal with.
Teachers must be able to both anticipate and understand what is going to happen in
their classrooms, then monitor and guide events in Ught of their understanding (Doyle
1986). This involves them in developing systems of management that go beyond the
establishment of classroom rules. Order does not occur in a classroom because a
teacher wants it to or demands it. Teachers need to guide and steer rather than
dominate. Order in the end is a cooperative dynamic that is influenced as much by
teacher skill as it is by student ability and willingness. This is recognised by
suggesting that:

... students contribute in substantial ways to the quality of order that
prevails in any classroom ... In situations where students lack either the
inclination or the ability to follow the primary vector or the teacher lacks
skill in steering the program of action, order is often a protracted struggle.
(Doyle, 1986:424)

From this perspective there appear to be a number of conclusions that can be drawn
from the literature. Firstly, the terms classroom management and discipline are often
used synonymously. Although classroom management has been generally accepted to
be a construct that describes the development of order through managing the tasks and
dynamics of a group of students, this concept has also been applied to the whole
school level, and at both levels also referred to as discipline.

At the same time discipline has been used to describe other dimensions of school life
including the procedures that teachers use to correct misbehaviour. In a historical
sense, which still holds some currency, the term discipline is used to describe the
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authoritarian and reactive practices of teachers such as corporal punishment, even
though such approaches may be more a sign of ineffective than of effective teaching.
The many different factors which influence student behaviour include; the organisation
of the school as a whole (Mortimore and Sammos, 1987; Maughan and Ouston,
1980), the classes in which students are instructed (Wilkins, 1984; Doyle, 1986), the
relationships that exist both formally and informally among the different members of
the school community (Lewis, 1991) and the skill levels of individual teachers
(Kyriacou, 1991;Tumey, 1992).
Each of these factors has different dynamics that can be, and have been, studied in
isolation. Yet each factor also influences the others. For example, where a decision is
made to separate classes by ability in a school this automatically impacts on every class
in the school. The challenge for educators is to understand how the different levels of
operation influence each other and then develop systems that work in harmony, with
the purpose of integrating these with other roles that a school needs to fulfil (Slee,
1992; Doyle, 1986; Tattum 1989).
Integral to this process is the development of knowledge and skills that teachers need
to operate competently in the different arenas of school Ufe. Whilst the literature
presents teachers with models adapted from psychological theory to manage
misbehaviour and identifies the operations that occur in effective classrooms and
schools (Tattum, 1989), it has not yet revealed an adequate model to represent the
knowledge and skills that teachers themselves perceive they need in the management
processes that develop classroom order (Doyle, 1986).
Kyriacou (1986) maintains that research into effective teaching practices seeks to
develop an understanding of the interrelationship between teacher perceptions and
teacher strategies. This type of research is difficult to conduct because of the number of
Page 28

interconnected variables, and at present our capacity to represent this understanding is
quite primitive. Improved cognitive models would make two important contributions.
First, they would help to integrate research findings across the separate disciplines that
generate information about classroom structures and processes, and second, they
would supply a better foundation for designing teacher education programs to enhance
the management skills of beginning and experienced teachers (Doyle, 1986).
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CHAPTER 3
METHODOLOGY.
The purpose of this study was to identify and investigate the classroom management
and discipline skills that teachers perceive they ought to have to be proficient and
effective in the classroom. In addition, it aimed to identify and investigate the
difficulties that teachers perceive they have in developing and using these classroom
management and discipline skills.

Using guidelines outlined by Smith and Kendall (1963), Campbell et al (1973) and
Erffmeyer and Martray (1988) a Behaviourally Anchored Rating Scale was developed.
This procedure was used to overcome some of the inherent weaknesses associated
with traditional rating scales. For example, Gay (1981, 128) suggests that rating scales
often have problems with "halo effect" and "generosity error". "Halo effect" refers to
the situation where ratings are influenced by a rater's positive feeling towards the
person they are rating. "Generosity error" refers to the situation in which a rater gives
higher ratings than they otherwise might, generally because a rater does not have
enough information to make an objective judgement on the issue in question. Another
problem often associated with trait type rating scales is that the dimensions or traits are
ambiguous. This results in threats to the internal validity of the instrument.

Smith and Kendall (1963) and Campbell et al (1973) argue that these problems can
be overcome through the use of Behaviourally Anchored Rating Scales. The strength
of these scales is in the level of precision and specificity that occurs in the procedures
for design and construction. Firstly, all items for rating are defined in specific
behavioural terms. In addition, the scales measure performance rather than behaviour
or effectiveness, the former being defined by Campbell et al (1973) as behaviour that
occurs in a specific context. The reason that effectiveness is not measured with the
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scale is that it is influenced by too many variables out of the control of an individual.
As Campbell et al (1973: 15) maintain;
The crucial distinction between performance and effectiveness is that the
latter does not refer to behaviour directly but rather it is a function of
additional factors not under the control of the individual.
The purpose of the Behaviourally Anchored Rating Scale is to identify and measure in
behavioural terms the critical components that constitute effective performance in an
occupation. This kind of instrument has been used in the past to identify performance
competencies for such occupational groups as nurses (Smith and Kendall, 1963), store
managers (Campbell, 1973), college professors (Harrai and Zedeck, 1973) and for
identifying the professional and career development activities needed by teachers
(Erffmeyer and Martray, 1988). The instrument allows researchers to "capture
performance in multi-dimensional, behaviour-specific terms" (Anshel and Webb,
1989).
A scale is constructed by developing a series of critical anchors or competencies that
are perceived to represent effective performance in an occupation. Each competency
area is then defined as a series of specific indicators or dimensions. These indicators
are written as behaviours which can be observed rather than inferred. Each set of
indicators is designed to represent the specific skills associated with effective
performance in the competency area. As Smith and Kendall (1963) proclaim, the
instrument is "rooted in and referable to actual behaviours".
To ensure content validity a representative sample of the targeted population or
occupation is used to construct each rating scale (Erffmeyer and Martray, 1988).
Generally, this procedure involves selecting individuals because of their recognised
expertise in the area of investigation. Individuals are split into groups and subjected to
identical processes to develop the scale. Behavioural anchors or competencies are
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identified as well as the dimensions or indicators in each competency area. Smith and
Kendall (1963) maintain that these procedures allow an instrument to be developed in
the language of the occupation that is being investigated, therefore increasing its face
validity.

Once constructed, the initial rating scale is administered to a wider sample of the
targeted population. Respondents are asked to indicate on a five-point scale their
perception as to how important (or in colloquial terms how essential) each competency
area is to effective performance. Each competency can be rated or each individual
indicator (Campbell et al, 1973). Erffmeyer and Martray (1988) included another
dimension to this step by asking respondents to indicate also, on a five-point scale, the
level of difficulty they experienced in developing each skill area.

After the scale has been administered it is evaluated according to how important or
essential each of the designated competencies and the indicators is perceived to be. The
criterion for inclusion of an indicator or competency in the final instrument usually is
taken as a mean rating of at least 3.5 with a standard deviation of less than 1.2 (Smith
and Kendall, 1963).

CONSTRUCTION OF THE RATING SCALE.
The initial step in constructing the rating scale was to obtain approval from the Director
of Schools for the region selected for the study, in this case the Diocese of Broken
Bay. Fourteen teachers were identified by representatives of the Diocese office as
being exceptional managers in the classroom or in the school, thus constituting an
"expert panel" to devise the initial rating scale. For the purpose of the study,
exceptional managers were defined as those teachers or administrators who were not
only outstanding in their teaching skills, but were also able to:

•

demonstrate a sensitivity to the problems of classroom management;
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•

reflect on their own experiences;

•

break down tasks; and

•

articulate their experiences and knowledge.

The fourteen teachers selected consisted of two consultants from the regional office,
two school principals (one secondary and one primary), two assistant principals (one
secondary and one primary), two special education teachers and six classroom teachers
(two high school, two primary and two infant school). These teachers were invited to
spend a full day at the Diocese Office to construct the survey.

Of the fourteen invited participants, eleven were able to attend. Participants were
welcomed and allocated to two matched groups, each group containing a similar mix
of teachers and administrators (with one group having an additional classroom
teacher). Each group was also allocated one of the consultants from the regional office
to act as a group leader.

After participants were allocated to groups they were given an introduction to the day.
A timetable was shown outlining the structure of the day to indicate the process to be
used in constructing the rating form (Appendix 1, p. 115). In addition, a handout was
provided that defined key terms for the day and the outcomes that were expected
(Appendix 2, p. 116). An example of a particular competency goal and its specific
behavioural indicators was provided from the literature (Erffmeyer and Martray,
1988).

Over the day the two groups worked independently. The first task allocated was to
identify and list a range of action words that would demonstrate competency in
classroom management and discipline. For this task competency was defined as "the
skills a teacher must have to become effective classroom managers and
disciplinarians". To identify the full list of action words (verbs that describe specific
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teacher behaviour), each individual was encouraged to write down all the behaviours
they thought teachers must use to be competent in classroom management and
discipline, then a composite list of responses was constructed for each group.
The next phase involved each individual teacher working independently to organise the
action words into what they perceived as related or homogeneous categories. Once the
information was categorised, the teachers returned to their groups to redefine each
category as competency goals that could explain the constituent set of verbs as a
dimension of classroom management or discipline.
The third phase of the program involved teachers writing behavioural indicators for
each of the competency goals that their group had devised. This was done by
transforming each of the relevant verbs into a statement of specific and observable
behaviour.
Once each group had devised a list of competency goals and their respective
behavioural indicators, representatives of each group met to develop a draft instrument
that combined the competency goals and indicators from each group. As a result of this
process eight competency goals were defined, as follows:
• to utilise a repertoire of behaviour management strategies to initiate, experiment with
and maintain effective classroom management;
• to function as a team member in designing, implementing and evaluating school wide
discipline and pastoral care policies;
• to develop and exhibit a personal philosophy and behaviour which recognises the
dignity and needs of children and adults in the school community;
• to demonstrate a growing understanding and knowledge of designing, implementing
and evaluating, curriculum, and teaching and learning styles;
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• to demonstrate an ever increasing understanding and knowledge of human growth
and development, and learning theory and processes;
• to develop and exhibit effective communication skills in the full range of educational
settings;
• to respond effectively and with sensitivity to inappropriate behaviour through
developing and utilising strategies in negotiation and collaboration; and
• to demonstrate an ability to develop a repertoire of appropriate skills and strategies to
resolve behavioural conflicts in a just and constructive manner.

After this meeting the draft competency goals and their suggested indicators were
organised, by the investigator, in the form of a rating scale and returned to the two
consultants for verification. They agreed to a number of minor editorial changes and
once these were made the final instrument was produced (Appendix 3, p. 118).

The procedures for development of a Behaviourally Anchored Rating Scale tend to
promote high levels of content validity and reliability (Smith and Kendall, 1963). That
is, the behaviours in the instrument are regarded by experts in the field as being likely
to provide an accurate reflection of underlying skills, and minimise irrelevant issues so
that they can be interpreted consistently by teachers. As Gay (1981:110) argues, it is
not that tests are valid, but rather "valid for a particular purpose and particular group".

Content validity in this instrument refers to how well these competency areas represent
the essential skills of classroom management and discipline, and how well the specific
behavioural indicators relate to and constitute defined competency areas.

In summary, the procedures for the development of the instrument included a number
of steps and processes to ensure high levels of content validity. Two independent
expert panels comprising teachers drawn from a wide range of teaching situations
defined competency areas and indicators of competence, and used recognised
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definitions of key terms that were provided. The final survey instrument included
space for additional indicators to be identified, however, only one respondent included
additional indicators. The final form of the instrument was checked by the two
consultants from the regional office to remove any possible ambiguities.
To improve reliability of interpretation, the instrument was devised by teachers in the
language of teachers, with the indicators being written as much as possible as
behavioural statements.
APPLICATION OF THE RATING SCALE.
The total population of teachers identified for the survey included all the full time
teachers and teaching administrators employed by the Catholic Schools' Office of the
Diocese of Broken Bay in New South Wales. The region covers both suburban and
rural schools and a wide range of socioeconomic status. The Schools' Office provided
a list of all the full time teaching staff employed (n = 775) with coded Personal
Identification Numbers (PIN) that also identified categories of employment.

Table 1. Number and percentages of sub-group categories
within the teacher population.
TEACHER SUB-GROUP

• classroom teachers
• primary co-ordinators
• special education teachers
• secondary co-ordinators
• religious education co-ordinators
• assistant principals-primary
• assistant principals-secondary
• principals

NUMBER

519
31
16
68
38
36
7
60

PERCENTAGE

67
4
2
9
5
5
1
7
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A sample of 250 teachers was selected for the survey from the total population in the
Diocese using a stratified random selection technique. This allowed the identified subgroups to be represented in the sample in the same proportion as in the total teacher
population, and for inferences to be made about particular aggregated sub-groups
which would otherwise be unreliable because of small numbers (Gay, 1981). In this
study teachers were allocated to sub-groups according to the percentage that they
constituted in the total teacher population (see Table 1). The steps outlined by Gay
(1981, 91) were followed to ensure proportional representation in the final sample.

The individuals selected were able to be identified through the personal identification
numbers provided by the Regional Office. A list of teachers' names corresponding to
the personal identification numbers was provided.

The instrument was distributed to the selected individuals by post. Each selected
teacher was mailed an envelope that contained a covering letter with a return date (see
Appendix 3, p 118), the survey instrument, and a stamped return address envelope.
Each mailing letter, survey instrument and return address envelope was coded with the
respondent's personal identification number to ensure that any planned follow up could
be accurately accomplished.

The respondents were asked to complete the survey instrument, which included certain
background informafion, and the final rafing scale, consisting of eight defined
competency areas and their respective behavioural indicators. For each indicator the
respondents were asked to give a rating on a 5 point scale as follows:

1) how essenfial to classroom management and discipline they perceived the
identified skill to be, ranging from
1- is not essential,... to 5 - is essential, and
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2) how difficult they perceived it was for teachers to develop the specified skill,
ranging from

1- low level of difficulty,... to 5 - high level of difficulty.

ANALYSIS OF SURVEY RESPONSES.
The background information on respondents was designed to identify particular
categories of teachers who might be expected to have different perceptions about the
relative importance and difficulty of achieving the various classroom management and
discipline skills. This allowed for selected comparisons to be made in the profile of
responses between, for example, primary and secondary teachers, and male and female
teachers.
With respect to the overall group of respondents, ratings on individual indicators were
screened for their possible use in subsequent instruments designed from the survey
instrument and for use by teachers and or administrators as rating scales of
performance. The criterion for this longer term inclusion was a mean importance rating
on the essential/not essential scale of at least 3.5, and a standard deviation less than 1.2
(Smith and Kendall, 1963, Erffmeyer and Martray, 1988). The rationale for using this
criterion was, as Erffmeyer and Martray (1988) explain, that the relatively low
standard deviation indicates a high level of agreement by the raters about the relative
importance of the indicator, and the relatively high mean rating score indicates a
general agreement that the indicator is critical for effective performance in the relevant
competency area.

A competency score indicating the overall importance or difficulty for each competency
area may be established by calculating the mean rating score for all of the items within
the relevant competency area. This makes allowance for the different number of
indicators in each competency area and for slight differences in the number of
respondents' ratings.
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A number of statistical procedures were used to compare the profile of rating responses
between the different categories of teachers specified in the sample. As the data
collected from the 5 point scales was essentially ordinal, non parametric statistical
procedures were used for these comparisons. Where two independent groups of
different size were compared to determine whether there were systematic differences in
the relative importance of each indicator, the Mann Whitney U test was used as the
basis for establishing level of statistical significance (Ferguson, 1981) with a
confidence level of p < .05 (Tuckman, 1988).

Where data were to be compared across three or more groups of teachers, the test used
was the Kruskal-WalHs One Way Analysis of Variance by Ranks (Ferguson, 1981).

To answer questions that sought to determine the pattem of association between ratings
of importance and those of

difficulty, the Spearman Rank-Order Correlation

Coefficient was used. This was to establish whether particular skills or competencies
that were rated as relatively important tended also to be regarded as relatively difficult
to achieve, or whether a negative relationship, or none at all, existed between the
ratings of importance and difficulty across the whole survey instrument.

LIMITATIONS OF THE STUDY.
Because this study was confined to a "natural" setting it has a number of inherent
limitations. Firstly, the time at which it was conducted, the last four weeks of the
school year, was chosen to minimise disruption to the normal teaching routine but
could influence the nature of teachers' perceptions about the characteristics and
requirements for effective classroom management and discipline, for example, teachers
may have been jaded at the end of the year, students more disruptive and teachers'
duties changing because of student examinations.
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This time of the year placed major constraints on follow-up of non-respondents.
Unfortunately because of timing and problems in administration of the survey follow
up of non respondents was not possible. No policy guidelines were released by the
regional Schools' Office regarding the use of PIN numbers for individual teachers, and
a number of teachers threatened industrial action because their PIN number was written
on the front of their envelope with their name and address, contrary to a prior
agreement, of which the researcher was unaware, between the Schools' Office and the
Teachers' Union. The result of this was that the response rate was relatively low and
this limits the extent to which the results can be generalised to the teacher population as
a whole.

The investigation has additional limitations in the generalisation of results. As the
investigation only covered the Catholic schools in one diocese the results cannot
necessarily be generalised to the total population of teachers either in private or
government schools. Nevertheless, the region covered schools from the full range of
socio-economic backgrounds, from both city and rural areas, and with teachers who
were trained in a variety of teacher training institutions. This suggests that the overall
pattern of results may be of value to teachers and teacher educators across a range of
educational backgrounds, despite the constraints on generalisation across specific sub
groups of teachers.

In addition, there are certain methodological problems associated with the
Behaviourally Anchored Rating Scale itself. In particular the wording of the response
format, which was based on colloquial rather than formal language, and in the latter
sense could be seen as covering only part of the total scale of relative importance, since
the lowest rating ('not essential') does not necessarily mean the skill is altogether
unimportant. However, this may not be a serious limitation where the views of
respondents show a reasonably narrow range of rating values. The instrumentation
process also has certain limitations when applied to the field of classroom management
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and discipline. The expert panels established to define the general competencies and
specific behavioural indicators of competence found it difficult to define all the relevant
behaviours in specific, observable terms, and therefore concepts such as 'developing
rapport' were used, even though they were not defined in strictly behavioural terms.
Nevertheless, the use of these terms was justified because they were framed in the
language that teachers use to define concepts in the field of classroom management and
discipline, even though this may limit the precision of the instrument for analytical
purposes.
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CHAPTER 4
RESULTS
A total of 250 surveys was prepared and 237 of these were distributed to the sample
population. The remaining thirteen surveys were not distributed as the individuals to
whom they were directed had either left the teaching service or were on leave at the
time of the survey, but had been included on the original list supplied by the Catholic
Schools' Office.

Of the 237 surveys distributed, 104 were returned and 101 of these were used for data
analysis. Three of the surveys returned were not suitable for inclusion as two were not
completed correctly and one had been completed by another person. The overall
response rate was 42.6 percent.

Of the 101 respondents, 17% were male and 81% female (2% no response) with 67%
teaching in primary schools and 33% high schools. The average age of respondents
was 38.3 years, and they had been teaching an average 11.5 years. Classroom
teachers comprised 58% of the sample, co-ordinators comprised 20%, executive staff
members 16% and 2% of the sample were special education teachers. With respect to
previous teaching experience, 32% of the respondents had taught in one previous
school, 19% in two and 14% in three. Ten percent had taught in four previous schools
and 25% had taught in more than four schools.

The level of initial teacher training was varied, with 28% of the respondents indicating
2 years, 40% indicating 3 years and 29%, 4 years. When asked to state whether they
had received training in classroom management and discipline as part of their initial
training 70% of the respondents indicated yes and 27% no. Of those who had received
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relevant training, 37% perceived it was adequate and 59% suggested it was not.
Overall, 28% of the respondents indicated that this component of their initial training
was adequate and 63% indicated that it was not. Clearly there is some variabihty in the
perceived adequacy of initial pre-service teacher training in classroom management,
and while these results cannot necessarily be generalised to all teachers they do suggest
cause for concern about the nature and level of pre-service preparation in this area.

Table 2 provides an overview of the general background of survey respondents.

iDENTinCATION OF MOST IMPORTANT SKILLS.
The first major research question addressed was: What are the most important skills
and understandings that teachers consider are required by teachers to estabUsh effective
classroom management and discipline?

To examine the teachers' responses for each competency area the rating scores for each
indicator in the relevant competency area were aggregated to gain an overall composite
score, which was then divided by the number of constituent indicators to give a mean
rating score for each broad competency area.

The results of this process indicated that the area perceived to be the most important,
that is the highest mean rating score, was Competency 3 "to develop and exhibit a
personal philosophy and behaviours which recognise the dignity and needs of children
and adults in the school community". The second and third highest means were for
competencies based on teacher skills in responding to misbehaviour; these were
Competency 7, "to respond effectively and with sensitivity to inappropriate behaviour
through developing and utilising strategies in negotiation and collaboration" and
Competency 8, "to demonstrate an ability to develop a repertoire of appropriate skills
and strategies to resolve behavioural conflicts in a just and constructive manner".
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Table 2. Profile of Survey Respondents (N = 101), by
Background data and Percentage.
BACKGROUND CATEGORY
Gender

PERCENTAGE

- male
- female
- no response

17%
81%
2%
Grades taught

- primary
- high school

67%
33%

• Years Teaching (mean)

11.5 years

• Age (mean)

38.3 years
Position on staff
58%
20%
16%
2%
4%

- class teacher
- co-ordinator
- executive
- special education
- no response
Initial training
- 2 years
- 3 years
- 4 or more years
- no response
• Training in classroom management and discipline in pre-service
training
- yes
- no
- no response
• If yes, perceived adequacy of pre-service training
- yes
- no
- no response
• Overall perceived adequacy of pre-service training
- yes
- no
- no response
Number of previous schools
-1
-2
-3
-4
-5
-6
-7
- 8 or more

28%
40%
29%
3%
%
69
27
4
%
37
59
4
%
28
63
9

n=
70
27
4
n=
26
41
3
n=
28
64
9
32%
19%
14%
10%
7%
4%
3%
11%
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Teaching style and curriculum implementation, which was the basis of Competency
six, was perceived as being as important as Competency 8. This was followed by the
effective use of communication skills, acting as a team member, and professional
growth and development. The least important competency area was Competency one,
which had a classroom management focus. Composite ratings of perceived importance
for each of the competency areas are shown in Table 3.

Table 3. Composite ratings of importance for specified
competencies.
COMPETENCY
1. To develop and exhibit a personal philosophy and behaviours
which recognises the dignity and needs of children and adults in the
school community
2. To respond effectively and with sensitivity to inappropriate
behaviour through developing and utilising strategies in negotiation
and collaboration
3. To demonstrate an ability to develop a repertoire of appropriate
skills ad strategies to resolve behavioural conflicts in a just and
constructive manner
3. To demonstrate a growing understanding and knowledge of
designing, implementing and evaluating curriculum and teaching and
learning styles
5. To develop and exhibit effective communication skills in the full
range of educational settings
6. To function effectively as a team member in designing,
implementing and evaluating school wide discipline and pastoral care
policies
7. To demonstrate an ever increasing understanding and knowledge of
human growth and development and learning theory and processes
8. To utihse a repertoire of behaviour management strategies to
initiate, experiment with and maintain effective classroom management

MEAN
RATING*
4.63
4.54
4.53
4.53
4.49
4.46
4.42
4.19

* Mean ratings are based on a 5 point rating scale, as indicated in Appendix 3.
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INDIVIDUAL INDICATORS OF COMPETENCY.
To analyse the responses for individual indicators of competency and compare them to
determine which were perceived as most important by respondent, a number of
procedures were used. An initial inspection of ratings was conducted to establish if
each indicator met the criteria established by Smith and Kendall (1963) and Erffmeyer
and Martray (1988) for inclusion in a Behaviourally Anchored Rating Scale. The
criteria stipulated for this were a mean score greater than or equal to 3.5 and a standard
deviation less than or equal to 1.2. All the indicators in the rating scale complied with
the criteria.
A comparison of mean scores was then made between each indicator to identify those
that respondents perceived to be most important. There were eight indicators that had a
mean score at or above 4.7 before being rounded off to one decimal place (see Table
4). The most important of these was indicator 3.1, "to utilise practices where
children's efforts are recognised through praise and encouragement", and the second
highest 3.2, "to develop and utilise practices where children can learn to value their
own efforts". The other highest scoring indicators related to developing rapport with
children, the provision of appropriate learning programs, being approachable to
children and using effective questioning and feedback strategies in relation to student
learning. The next most important indicators were treating staff and children with
mutual respect and being able to follow up misbehaviour effectively.
Of the eight broad competency areas, four were represented in the eight most important
indicators, with competency area three (relating to personal philosophy) represented by
four of these indicators, competency area six (relating to communication skills) by
two indicators, and competency area four (relating to teaching style and curriculum
implementation) and competency eight (relating to resolving behavioural conflicts) one
indicator each.
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Table 4. Highest mean score ratings of importance
for individual indicators.
INDICATOR

3.1. To utilise practices where children's efforts are
recognised through praise and encouragement
3.2. To develop and utilise practices where children
can learn to value their own efforts
6.1. To develop and maintain rapport with children
4.5. To develop, implement and evaluate appropriate
learning programs that are responsive to the needs of
children
3.6. To develop skills so that children can approach
you over problems
6.5. To use appropriate questioning and feedback
strategies to clarify and check student understanding
and learning
3.4. To develop a capability to treat children and
adults with mutual respect
8.5. To be able to follow up effectively

MEAN
RATING

STAND.
DEV'N

4.8

.618

4.8

.648

4.8

.711

4.8

.666

4.8

.713

4.7

.798

4.7

.712

4.7

.695

The indicators perceived by respondents as being least important for classroom
management and discipline were also identified. Again, the mean score for each
individual indicator was used as the basis for comparison.
The four least important indicators had mean scores equal to or less than 3.8 (see Table
5). Two of these were from the competency area dealing with classroom management
and concerned the use of an established space in the classroom to conduct individual
discussions with children, and with the allocation of classroom responsibilities to
children. The other two indicators, negotiating learning outcomes with students, and
communicating learning objectives to students, were from the competency area of
effective communication skills.
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Of the nine indicators that comprise Competency area 6 (to develop and exhibit
effective communication skills in the full range of education settings) two indicators
feature in the skills that were regarded as most important and two in the skills that were
considered least important. Whilst it was regarded as essential to teachers in the survey
that they develop and maintain rapport with students and use effective skills in
questioning and feedback about student learning, communicating learning objectives
and negotiating learning outcomes was not seen as so important.

Table 5. Lowest mean score ratings of importance for
individual indicators.
MEAN STAND.
RATING DEV'N
1.9. To establish a space in the classroom for individual
1.196
3.5
negotiations/discussions with children
6.4. To develop skills in negotiating learning outcomes
1.053
3.8
with children.
1.6. To devise and maintain procedures for allocating
1.163
3.8
classroom responsibilities for children
6.3. To communicate learning objectives clearly to
.987
3.8
children through the use of such tools as advance
organisers
INDICATOR

IDENTIFICATION OF MOST DIFFICULT SKILLS TO DEVELOP.
The second major research question addressed was: What skills and understandings in
classroom management do teachers consider to be the most difficult to acquire?
The process used to answer this question was similar to that for the first. Respondents
were asked to indicate on a five point scale the degree of difficulty that they associated
with developing the skills or understandings identified by each behavioural indicator.
A rating of 1 indicated a low level of difficulty and 5 the highest difficulty level.
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The initial analysis focused on comparing the composite mean scores for the eight
broad competency areas to ascertain the relative difficulty in acquiring the skills
associated with each area. This was calculated by totalling the scores for each
constituent indicator and dividing this by the number of indicator responses.
Competency area 8 had the highest perceived difficulty, suggesting that teachers found
developing skills to resolve behavioural conflicts the most difficult to achieve. The
next most difficult areas in which to develop the necessary skills were teaching style
and curriculum implementation (Competency 4), understanding human growth and
development (Competency 5) and functioning as a team member in implementing
school policy (Competency 2). Responding effectively to misbehaviour (Competency
7) was regarded as the next most difficult to be developed, followed by classroom
management skills (Competency 1) and effective communication skills (Competency
6). The least difficult competency to develop was that involving a personal philosophy
which recognises the dignity and needs of others (Competency 3). The composite
mean score for each competency area is shown in Table 6.

Table 6. Composite ratings of mean difficulty for specified
competency areas.
COMPETENCY
1. To demonstrate an ability to develop a repertoire of appropriate skills and strategies
to resolve behavioural conflicts in a just and constructive manner
2. To demonstrate a growing understanding and knowledge of designing,
implementing and evaluating curriculum and teaching and learning styles
3. To demonstrate an ever increasing understanding and knowledge of human growth
and development and learning theory and processes
4. To function effectively as a team member in designing, implementing and
evaluating school wide discipline and pastoral care policies
5. To respond effectively and with sensitivity to inappropriate behaviour through
developing and utilising strategies in negotiation and collaboration
6. To utilise a repertoire of behaviour management strategies to initiate, experiment
with and maintain effective classroom management
7. To develop and exhibit effective communication skills in the full range of
educational settings
8. To develop and exhibit a personal philosophy and behaviours which recognises the
dignity and needs of children and adults in the school community
* Means are based on a 5 point rating scale, as indicated in Appendix 4.

MEAN
RATING*
3.18
3.15
3.13
2.94
2.89
2.77
2.71
2.52
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Comparisons were also made between ratings of mean importance and mean difficulty.
Respondents rated the most essential skill, that of developing and exhibiting a
philosophy and behaviours that recognise the dignity and needs of others (Competency
3), as being the least difficult competency to develop. The second rated competency
area in terms of importance, that of responding effectively to misbehaviour, was rated
the fifth most difficult to develop.

The two most difficult competency areas identified were, the development of skills in
resolving behavioural confficts, and appropriate teaching style and curriculum
implementation. These two competency areas were rated as equal third in importance.
Table 7 compares the overall rankings of importance and difficulty for each of the eight
competency areas.

Table 7. Rankings of importance and difficulty for
competency areas.
COMPETENCY AREA
1. To utilise a repertoire of behaviour management
strategies to initiate, experiment with and maintain
effective classroom management
2. To function effectively as a team member in
designing, implementing and evaluating school wide
discipline and pastoral care policies
3. To develop and exhibit a personal philosophy and
behaviours which recognise the dignity and needs of
children and adults in the school community
4. To demonstrate a growing understanding and
knowledge of designing, implementing and evaluating
curriculum and teaching and learning styles
5. To demonstrate an ever increasing understanding and
knowledge of human growth and development and
learning theory and processes
6. To develop and exhibit effective communication
skills in the full range of educational settings
7. To respond effectively and with sensitivity to
inappropriate behaviour through developing and
utilising strategies in negotiation and coUaboration
8. To demonstrate an abihty to develop a repertoire of
appropriate skills and strategies to resolve behavioural
conflicts in a iust and constructive manner

IMPORTANCE
RANKING

DIFFICULTY
RANKING

8

6

6

4

1

8

3

2

7

3

5

7

2

5

3

1

* Rankings based on composite mean rating scores for each broad competency area.
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PERCEIVED DIFFICULTY OF BEHAVIOURAL INDICATORS.

To establish the degree of perceived difficulty associated with each behavioural
indicator a mean rating score was calculated for the 101 survey respondents. Mean
difficulty scores ranged from 2.0 through to 3.8 on the 5 point scale.

The most difficult skill to develop was to establish routines for children who need
independent and/or extension activities (Competency 1.5), with the second most
difficult indicator being the ability to attend suitable inservice and academic courses in
classroom management (Competency 2.4).

Of the next five most difficult skills four were from competency area four, which was
concerned with teaching style and curriculum implementation. These four skills were
providing opportunities for success for all students (Competency 4.6), creating a
classroom climate where children can make responsible decisions about their
behaviour (Competency 4.1), developing, implementing and evaluating appropriate
learning programs that are responsive to the needs of children (Competency 4.5) and
demonstrating an ability to provide educational experiences which maximise learning
in children (Competency 4.3)

Of the eleven most difficult indicators (with means greater than or equal to 3.3) six
were associated with teaching practices and curriculum implementation in a manner
that is responsive to the needs of all children in a class and ensures success for all
students. The remaining five indicators were concerned with learning and/or using
strategies to deal effectively and constructively with conflict both in the classroom and
in follow up. Table 8 shows the indicators with the highest mean difficulty scores.
Details of all indicators are included in Appendix 4, p. 121.
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Table 8. Highest mean difficulty scores for individual
indicators.
INDICATOR

1.5. To establish and maintain routines for children who
need independent and/or extension activities
2.4. To attend suitable inservice and academic courses on
classroom management and discipline
4.6. To provide for and ensure that there are appropriate
opportunities for learning and success for all students
4.1. To create a classroom climate where children can
make responsible decisions about their behaviour
8.1. To demonstrate an awareness and developing ability
to discover and utilise alternative options to resolve
conflicts
4.3. To design and effectively implement educational
experiences which maximise learning for/in children
4.5. To develop, implement and evaluate appropriate
learning programs that are responsive to the needs of
children
5.4. To develop skills to develop an understanding of
how behaviour is learned and how it changes
8.5. To be able to follow up effectively
4.4. To create a learning environment where children and
teachers are free to takerisksin learning
7.1. To demonstrate an ability to recognise and defuse
potential problem situations

MEAN
RATING

STAND.
DEV'N

3.8

1.219

3.5

1.18

3.5

1.23

3.5

1.218

3.4

1.051

3.4

1.108

3.4

1.168

3.4

1.143

3.4

1.171

3.3

1.253

3.3

1.113

The six indicators rated as least difficult to develop had mean scores ranging from 2.0
to 2.4. Two of the indicators were from the classroom management competency area
and two were concerned with developing a personal philosophy and set of behaviours
that recognise the dignity and needs of children and adults.
Two of the three least difficult indicators involved establishing and implementing a set
of classroom rules and the other was concerned with recognising children's efforts
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through the use of praise and encouragement. Of the next three skills identified as least
difficult, two were concerned with developing relationships with students and
colleagues and the other with developing and maintaining procedures for allocating
classroom responsibilities to children.

The six indicators perceived to be the least difficult to develop are shown in Table 9;
full details are provided in Appendix 4, p. 121.

Table 9. Lowest mean difficulty scores for individual
indicators.
INDICATOR

MEAN
RATING

STAND.
DEV'N

1.7. To establish and implement collaboratively with the
class a set of workable and displayed classroom rules

2.0

1.038

3.1. To utilise practices where children's efforts are
recognised through praise and encouragement

2.2

1.041

7.5. To develop skills in establishing and revising
classroom rules

2.3

1.0

1.6. To devise and maintain procedures for allocating
classroom responsibilities for children.

2.3

1.102

2.4

1.198

2.4

1.135

6.1. To develop and maintain rapport with children
3.4. To develop a capability to treat children and adults
with mutual respect

COMPARISON OF IMPORTANCE AND DIFHCULTY RATINGS.
In addition to answering the first two questions on identifying the essential skills of
classroom management and discipline and the relative difficulty associated with
developing those skills, further analysis was undertaken to examine possible
relationships between the importance of particular skills and the difficulty associated
with developing those skills.
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Initial comparisons were made by identifying those indicators that had been already
rated as either high or low on both the importance and difficulty scales.
Two indicators were rated as being high on both importance and difficulty. The first
related to developing, implementing and evaluating appropriate learning programs that
are responsive to the needs of children. This indicator had a mean score for importance
of 4.8 and a mean difficulty score of 3.4. Of the 100 respondents to this item, 46 rated
it a 5 for importance (the highest rating value) and 4 or 5 for difficulty.
The second indicator rated high in both importance and difficulty was being able to
follow up effectively, which had a mean importance ratiug of 4.7 and a mean difficulty
rating of 3.4. Of the 100 respondents to this item, 35 rated it as 5 for importance and
4 or 5 for difficulty. Details of responses to these two indicators are set out in Table
10.

Table 10. Indicators with high level of importance and high
level of difficulty.
INDICATOR
4.5. To develop, implement and
evaluate appropriate learning
programs that are responsive to the
needs of children
8.5. To be able to follow up
effectively

MEAN
IMPORT
ANCE.
4.8
4.7

STAND.
DEV'N

MEAN
DIFFIC
ULTY

STAND.
DEV'N

.666

3.4

1.168

.695

3.4

1.171

Two further comparisons were made in this analysis. The first was between those
indicators rated high on importance and low on difficulty, and the second on those
indicators rated low on importance and low on difficulty. No indicators were rated low
on unportance and high on difficulty.
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Of the three indicators rated high on importance and low on difficulty, two were in the
general competency area of developing a personal philosophy that recognises the
dignity of children and adults. The skill of recognising children's efforts through
praise and encouragement had a mean importance rating of 4.8 and a mean difficulty
rating of 2.2. Of the 100 respondents to this item 60 rated it 5 in importance and either
1 or 2 in difficulty.
The second of these indicators was treating adults and children with mutual respect.
This had a mean importance rating of 4.7 and a mean difficulty rating of 2.4. Of the
100 respondents to the item, 48 rated it 5 in importance and either 1 or 2 in difficulty.
The last indicator rated high on importance and low on difficulty was the skill of
developing and maintaining rapport with children. As with the previous two indicators
this item focuses on the type of relationships that teachers should form with their
students. It had a mean rating of importance of 4.8 and a mean rating of difficulty of
2.4. Of the 100 respondents to the item 48 rated it 5 in importance and either 1 or 2 in
difficulty.
Table 11 provides a summary of responses to these three indicators.

Table 11. Indicators with high levels of importance and low
levels of difficulty.
INDICATOR
3.1. To utilise practices where
children's efforts are recognised
through oraise and encouragement
6.1. To develop and maintain
rapport with children
3.4. To develop a capability to
treat children and adults with
mutual respect

STAND.
DEV'N

MEAN
DIFFIC
ULTY

STAND.
DEV'N

4.8

.618

2.2

1.104

4.8

.711

2.4

1.198

4.7

.712

2.4

1.339

MEAN
IMPORT
ANCE.
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Of the 56 indicators included in the rating scale only one was rated low in both
importance and difficulty. This was devising and maintaining procedures for allocating
classroom responsibilities to children. It had a mean importance rating of 3.8 and a
mean difficulty rating of 2.2. Of the 99 respondents 61 rated the item 1 or 2 in
difficulty and 32 rated the item between 1 and 3 in importance. Table 12 provides a
summary of responses to this indicator.

Table 12. Indicators with low levels of importance and low
levels of difficulty.
INDICATOR
1.6. To devise and maintain
procedures for allocating
classroom responsibilities for
children.

MEAN
IMPORT
ANCE.
3.8

STAND
DEV'N
1.163

STAND
MEAN
DIFFICUL DEV'N
TY
2.2

1.102

COMPARISON BETWEEN RESPONSES OF PRIMARY AND HIGH SCHOOL
TEACHERS.
The third major research question addressed was: Do similarities and differences exist
between high school and primary school teachers in the skills considered most
important to acquire and in the difficulty in developing them?
Of the 101 respondents to the survey, 35 taught in high schools and 66 in primary
schools. The average age of primary school teachers was 37.5 years and of high
school teachers 39.6 years. Most primary teachers were female (92%) whilst 61% of
high school teachers were female and 36% male (3% no response to this item). The
pattern of mobiUty in both groups was similar. Thirty three percent of primary teachers
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had taught at one previous school, 17% at two, 12% at three and 38% at four or more,
whilst of the high school teachers 30% had taught at one other school, 21% at two,
18% at three and 31% at four or more schools.

The amount of teaching experience was also similar for both groups. On average the
primary school teachers had been teaching 11.5 years whilst high school teachers had
been teaching 10.9 years. However, there were some differences in the profile of
positions: 64% of the primary teachers were classroom teachers while 48% of the high
school teachers were in this category. In addition 20% of primary teachers were in
executive positions and 12% co-ordinators whilst 9% of high school respondents were
executive staff and 36% co-ordinators.

Nearly half of the primary teachers (48%) initially trained for 3 years and 35% and
15% had trained for two and four years respectively. The majority of high school
teachers (58%) were initially four year trained, with 12% two year trained and 21%
three year trained.

The majority of both primary and high school teachers indicated that they had received
initial pre-service training in classroom management and discipline (68% and 73%
respectively), but of those receiving this training only 33% of primary teachers and
44% of high school teachers perceived it as being adequate. Overall only 24% and
35% of primary and secondary teachers respectively perceived their initial training in
this area to be adequate.
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Table 13. Background characteristics of primary school and
high school teachers.
CHARACTERISTICS

• Years teaching-mean
• Age-mean
- female
- male
- no response

• Gender- percentages

• Position on staff
- class teacher
- special education
- executive
- co-ordinator
- other
• Years of initial training
- 2 years
- 3 years
- 4 years
- no response
• Initial training in classroom management and
discipline
- yes
- no
- no response
• If yes, perceived adequacy of initial training
- yes
- no
- no response
• Overall perceived adequacy of initial training
- yes
- no
- no response
• Number of previous schools
1
2
3
4
5
6 or more
no response

PRIMARY
n=66
11.5 years
37.5 years
No.
%
61
92
5
8
No.
42
1
13
8
2
No.
23
32
10
1
No.
45
18
3
No.
15
29
1
No.
16
45
5
No.
23
11
8
6
6
9
4

%
64
1.5
20
12
2.5
%
35
48
15
2
%
68
27
5
%
33
65
2
%
24
68
8
%
33
17
12
9
9
14
6

HIGH

n=35
10.9 years
39.6 years
No.
%
20
61
12
36
1
3
No.
%
16
48
0
0
3
9
12
36
2
7
No.
%
4
12
7
21
19
58
3
9
No.
%
24
73
9
24
2
3
No.
%
11
44
12
48
2
8
No.
%
12
35
20
59
2
6
No.
%
10
30
7
21
6
18
4
12
1
3
3
9
2
7
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PERCEIVED IMPORTANCE OF COMPETENCY AREAS.
Mean rating scores on importance for the eight competency areas ranged from 3.9 to
4.7 for high school teachers and 4.3 to 4.6 for primary teachers. Both groups ranked
similar competencies to be the most important and least important. The highest rated
competency was that of developing and exhibiting a personal philosophy and
behaviours which recognise the dignity and needs of children and adults in the school
community. The least important competency area was the use of a range of classroom
management strategies.

Two competency areas had similar means but were ranked differently by the two
groups. The competency area ranked second highest by high school teachers, with a
mean rating score of 4.5 was the development and use of effective communication
skills. This was ranked fifth by primary teachers, but also with a mean rating score of
4.5. A similar pattern occurred in the competency area of functioning effectively as a
team member. This was ranked third by high school teachers with a mean rating score
of 4.5, and sixth by primary teachers with a mean rating score of 4.5.

Two of the eight competencies were ranked higher in importance by primary teachers
than by high school teachers. These were demonstrating a growing understanding and
knowledge of designing, implementing and evaluating curriculum and teaching and
learning styles (ranked second by primary teachers and fourth by secondary teachers)
and responding effectively and sensitively to misbehaviour (ranked third by primary
teachers and fifth by secondary teachers).

The remaining two competency areas were ranked similarly in importance by both high
school and primary school teachers. The ability to resolve behavioural conflicts was
ranked the fourth most important competency area by both groups of teachers, with
respective mean rating scores of 4.5. The competency area concerning professional
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development in the field was ranked equally seventh, with the same mean rating score
of 4.4.

Overall, half of the competency areas were ranked similarly by high school and
primary school teachers. The main differences were that secondary teachers ranked
communication skills and working in a team higher than primary teachers, who ranked
teaching style and curriculum implementation, as well as responding effectively to
misbehaviour, higher than the secondary teachers. Table 14 provides details of mean
rating scores and rankings for each of the eight competency areas.

PERCEIVED IMPORTANCE OF BEHAVIOURAL INDICATORS.
To compare differences between high school teachers and primary school teachers as
to how they rated individual indicators of competency, mean rating scores and
standard deviations were calculated on each indicator and the distributions were
compared using a non parametric Mann Whitney U test to determine whether
differences observed were significant.

The Mann Whitney procedure involves calculating a mean rank for each set of scores
representing the rafing values given by primary and high school teachers, then
comparing these ranks to assess whether the difference in the mean ranks is
significant. A higher mean rank indicates that a higher level of importance is given by a
group to that indicator, and the U score calculated indicates whether the differences in
rank are significant. (In the Mann Whitney procedure, the highest rank, ie 1st, 2nd
etc. would normally be attributed to the lowest value of importance or difficulty. This
is because the statistical procedure allocates a ranking of 1 to the lowest rating score
(see Siegel and Castellan, 1988:136). However, with this instrument a score of 5
represented the highest ratings of importance and difficulty. Therefore with these data
the greater the numerical value of the rank, the higher the level of importance or
difficulty.)
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Table 14. Mean rating scores and rankings of importance of
competency areas for high school and primary school
teachers.
COMPETENCY AREA

1. To utilise a repertoire of
behaviour management strategies to
initiate, experiment with and
maintain effective classroom
management
2. To function effectively as a team
member in designing, implementing
and evaluating school wide discipline
and pastoral care policies
3. To develop and exhibit a personal
philosophy and behaviours which
recognise the dignity and needs of
children and adults in the school
community
4. To demonstrate a growing
understanding and knowledge of
designing, implementing and
evaluating curriculum and teaching
and learning styles
5. To demonstrate an ever increasing
understanding and knowledge of
human growth and development and
learning theory and processes
6. To develop and exhibit effective
communication skills in the full
range of educational settings
7. To respond effectively and with
sensitivity to inappropriate
behaviour through developing and
utilising strategies in negotiation and
collaboration
8. To demonstrate an ability to
develop a repertoire of appropriate
skills and strategies to resolve
behavioural conflicts in a just and
constructive manner

HIGH
SCHOOL
MEAN

RANK

PRIMARY
SCHOOL
MEAN

RANK

3.9

8

4.3

8

4.5

3

4.5

6

4.7

1

4.6

1

4.5

4

4.6

2

4.4

7

4.4

7

4.5

2

4.5

5

4.4

6

4.6

3

4.5

4

4.5

4
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In total nine indicators were identified as having significantly different rankings of
importance between high school and primary school teachers. All nine indicators
received higher mean rankings from primary school teachers than high school
teachers.

The indicator with the largest difference in mean

importance rank was the

establishment and use of flexible groups in the classroom. It received a primary school
mean ranking of 57.1 and a high school mean ranking of 38.3, with U = 710.5
(p < .001). Primary teachers also rated it significantly more important to observe and
monitor behaviour, to collaboratively implement and establish a set of classroom rules
and to use procedures to allocate classroom responsibilities to children. In addition, the
analysis showed they considered it significantly more important to establish and use a
space to have individual negotiations with students, to create learning environments
where children and teachers are free to take risks in learning, to establish routines for
children who need extension activities, to create a classroom environment where
children can make responsible decisions about their behaviour, and to establish and
evaluate procedures for movement around the room and the allocation of resources in a
non-disruptive manner.

Of the nine indicators ranked significandy more important by primary school teachers
than high school teachers, six were from the competency area of classroom
management, two from the competency area of teaching style and curriculum
implementation with the remaining skill from the competency area of responding
effectively to misbehaviour through negotiation and collaboration. It appears that many
of the skills that are considered to be the most different in degree of importance by
primary and high school teachers are in the competency area ranked lowest in
importance by both, this being the area of classroom management. In general, all of
the nine skills ranked significantly more important by primary teachers than high
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school teachers have a focus on the management of the classroom learning
environment.

Details of this analysis for each of the nine indicators are shown in Table 15.

In addition to identifying those skills considered to be the most different in importance
between primary and high school teachers, those skills which had similar mean
rankings, and were therefore, considered by both groups to be of a similar level of
importance, were also identified. In all, ten indicators were identified from six of the
eight broad competency areas.

These are presented in Table 16.

HIGHEST RANKING INDICATORS OF IMPORTANCE FOR PRIMARY AND
HIGH SCHOOL TEACHERS.
To answer, in part, the third research question in respect to the identification of skills
and understanding considered by teachers to be the most important, the following
procedure was used. Firstly those indicators ranked most important by primary
teachers were identified, n = 16, based on a mean importance score > 4.7 on the fivepoint rating scale. Whilst no attempt was made to determine if a score of 4.7 was
significantly, or otherwise, more important than a mean score of 4.6, selection was
made on the rankings of the mean scores, before being rounded to one decimal place,
that best typified those skills regarded as most important . Once the number of
indicators was determined for primary, the same ranking indicators from high school
teachers were selected (see Appendix 4, p. 121).
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Table 15. Differences between perceived importance of
specified indicators: Primary and High School Teachers.
INDICATOR

1.3. to establish and use flexible
groupings of children

1.5. to establish and maintain
routines for children who need
independent and/or extension
activities
1.6. to devise and maintain
procedures for allocating classroom
responsibilities for children
1.7. to establish and implement
collaboratively with the class a set of
workable and displayed classroom
rules
1.8. to establish and evaluate
procedures for movement around the
room and the allocation of resources
in a non disruptive manner
1.9. to establish a space in the
classroom for individual
negotiations/discussions with children
4.1. to create a classroom
environment where children can make
responsible decisions about their
behaviour
4.4. to create a classroom
environment where children and
teachers are free to take risks in
learning
7.4. to develop skills in observing
and monitoring behaviour in learning
environments

PRIMARY
SCHOOL
MEAN
RANK*

HIGH
SCHOOL
MEAN
RANK*

PROB
ABILITY

u=

**

57.1

38.3

710.5

<.001

54.2

43.7

899.5

.036

55.8

40.6

790.5

.009

55.6

4L0

806

.006

54.2

43.5

892

.046

55.2

40.1

768.5

.010

54.7

44.0

911

.043

55.2

43.0

875

.022

55.0

40.4

780

.006

** Refers to the likelihood that observed differences in mean rank could have occurred by chance
alone.
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Table 16. Similarities in Rankings between primary school
and high school teachers - indicators of importance.
INDICATOR

6.8. to understand and utilise clear and understandable
language at levels appropriate to the development stage
of children
3.1. to utilise practices where children's efforts are
recognised through praise and encouragement

PRIMARY
SCHOOL
MEAN
RANK

HIGH
SCHOOL
MEAN
RANK

49.5

49.6

51.1

50.8

4.3. to design and effectively implement educational
experiences which maximise learning for/in children

51.1

50.8

2.2. to demonstrate an awareness of and make
appropriate judgements about the need to seek support

50.5

50.9

3.2. to develop and utilise practices where children can
leam to value their own efforts

51.4

50.3

1.4. to organise label and utilise a wide range of
resources to support teaching/learning activities.

50.8

50.0

50.8

49.9

50.1

51.1

49.2

50.1

50.8

49.9

5.2. to select and utilise appropriate learning
experiences to suit the stages of development of
children
5.4 to develop skills to develop an understanding of
how behaviour is learned and how it changes
6.9. to demonstrate and communicate clear
expectations about behaviour by using and establishing
a behaviour code.
3.3. to utilise practices that provide for rewards for
learning
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The indicator ranked most important for primary teachers was developing and
maintaining rapport with children. This indicator was ranked twelfth in importance by
high school teachers. The highest rated indicator for high school teachers was using
practices where children's efforts are recognised through praise and encouragement.
This was ranked second by primary teachers. The second highest high school ranking
was developing and using educational programs that are responsive to the needs of
children, ranked seventh in importance by primary school teachers.

There were a number of indicators ranked in the top sixteen by primary school teachers
that were not ranked in the sixteen most important indicators by high school teachers.
These included: following up effectively; modelling appropriate behaviour; providing
opportunities for success for all students; providing feedback about pupil progress;
establishing procedures for extension activities; and flexibly using skills to suit the
levels/needs of different children.

A number of indicators were ranked highly by high school teachers but not by primary
teachers. These were: discussing children's needs with fellow staff with respect and
confidentiality; using questioning skills to check student understanding and learning;
and consistently following agreed policy and practices. In addition, using verbal and
non-verbal skills to affirm the value of children; using language appropriate to the
developmental stage of children: implementing educational experiences that maximise
learning for children; using clear and assertive communication to direct students; and
acfing consistently when dealing with misbehaviour, were ranked highly by high
school teachers but not by primary teachers.

Overall, six of the indicators ranked most important by high school teachers and four
of those ranked most important by primary school teachers were from the broad
competency area of developing and exhibiting effective communication skills in a full
range of educational settings. This competency area by comparison was ranked second
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and fifth respectively by high school and primary teachers on the basis of mean rating
scores.

Indicators in the competency area of developing a personal philosophy and behaviours
that recognise the dignity and needs of children and adults also received four of the
highest rating indicators for primary teachers and three for high school teachers.
However, the remaining broad competencies were represented by only one or two
indicators among the top sixteen of either group.

A summary of rating scores for indicators ranked highest by primary school and high
school teachers is given in Tables 17 and 18 respectively.

LOWEST RANKING INDICATORS OF IMPORTANCE FOR PRIMARY AND
HIGH SCHOOL TEACHERS.
Overall, eight indicators were rated by high school teachers and three by primary
school teachers as having a mean importance score of 3.9 or less The three rated in this
category by primary teachers were also among the eight rated the least important by
high school teachers. These three indicators were: communicating learning objectives
to children using a tool such as an advance organiser, developing skills in negotiating
learning outcomes for children, and establishing a space for individual negotiations
with children. The first two of these skills were from the broad competency area of
effective communication skills with the other from the broad competency area of
classroom management.

The remaining five indicators ranked least important by high school teachers were:
allocating classroom responsibilities to children; establishing and using flexible groups
of children; undertaking sUidies in human growth and development including child and
adolescent emotional and social development; attending suitable courses in classroom
management and discipline; and organising the physical layout of the room, allowing
for appropriate furniture for the size of the children.
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Table 17. Indicators of Importance rated highest by Primary
School Teachers, and comparison with the rankings of High
School Teachers.
INDICATOR

MEAN

STAND.
DEV'N

HIGH
SCHOOL
RANKING

6.1. To develop and maintain rapport with
children

4.8*

.732

12

3.1. To utilise practices where children's efforts
are recognised through praise and encouragement

4.8*

.728

1

3.2. To develop and utilise practices where
children can learn to value their own efforts

4.8

.734

3

3.6. To develop skills so that people can
approach you over problems

4.8

.755

•

4.7 *

.718

•

4.7

.786

6

4.7 *

.76

2

4.7 *

.696

•

4.7

.784

•

4.7

.732

13

4.7

.747

•

4.7*

.615

14

4.7

.691

8

4.7

.81

4

4.7*

.735

•

4.7*

.69

•

8.5. To be able to follow up effectively
6.6. To use appropriate questioning skills to
develop children's thinking skills
4.5 To develop, implement and evaluate
appropriate learning programs that are responsive
to the needs of children
2.1. To demonstrate and model appropriate
behavioural expectations across the school
community
4.6. To provide for and ensure that there are
appropriate opportunities for learning and success
for all students
6.2. To develop skills to maintain the ability to
listen to children
2.3. To provide feedback to parents and peers
about the progress of individual children
5.2. To select and utilise appropriate learning
experiences to suit the stage of development of
children
6.9. To demonstrate and communicate clear
expectations about behaviour by establishing and
using a behaviour code
3.4. To develop a capability to treat children and
adults with mutual respect
1.5. To establish and maintain routines for
children who need independent and/or extension
activities
7.6. To be flexible in using skills to suit the
levels/need of different children

* = Highest scoring indicator in a competency area.
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Table 18. Indicators of Importance rated highest by High
School Teachers, and comparison with

the rankings of

Primary School Teachers.
INDICATOR

3.1. To utilise practices where children's efforts are
recognised through praise and encouragement

MEAN

4.9 *

4.5 To develop, implement and evaluate appropriate
learning programs that are responsive to the needs of
4.9*
children
3.2. To develop and utilise practices where children
can learn to value their own efforts
4.8

STAND.
DEV'N

PRIMARY
SCHOOL
RANKING

.327

2

.436

7

.459

3

3.4. To develop a capability to treat children and
adults with mutual respect

4.8

.465

14

2.6. To discuss children's needs with fellow staff
with respect and confidentiality

4.8*

.479

•

6.6. To use appropriate questioning skills to develop
children's thinking skills
4.8*

.502

6

4.7

.674

•

4.7

.517

13

4.7

.524

•

4.7

.529

•

4.7

.585

•

4.7

.693

1

4.7

.54

10

4.7*

.535

12

4.7

.535

•

4.7*

.595

•

4.7*

.595

•

6.5. To use appropriate questioning and feedback
skills to clarify and check student understanding and
learning
6.9. To demonstrate and communicate clear
expectations about behaviour by establishing and
using a behaviour code
2.5. To follow consistently agreed practices and
policy in this area
6.7. To develop non-verbal and verbal skills in
affirming the value of individual children
6.8. To understand and utilise clear and
understandable language at levels appropriate to the
developmental stage of children.
6.1. To develop and maintain rapport with children
6.2. To develop skills to maintain the ability to
listen actively to children
5.2. To select and utilise appropriate learning
experiences to suit the stage of development of
children
4.3. To design and effectively implement educational
experiences which maximise learning for/in children
8.2. To use communication skills to guide clearly
and assertively and to direct students when needed.
7.2. To act consistently in applying consequences
and sanctions to behaviour
* = Highest scoring indicator in a competency area
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Half of the eight indicators rated least important by high school teachers were in the
competency area of classroom management and two in the competency area of
effective communication skills.

Tables 19 and 20 provide details of the indicators rated least important by high school
and primary school teachers.

PERCEIVED DIFFICULTY IN THE ACQUISITION OF BEHAVIOURAL
INDICATORS.
To examine the similarities and differences between primary and high school teachers
in their ratings of perceived difficulty, an initial comparison was made of the mean
scores in each of the eight broad competency areas and of the scores for each
individual indicator.

High school teachers rated all but one competency area, that of functioning as a team
member, as more difficult to develop than did primary teachers.

Table 19. Lowest ranked Indicators of Importance by
Primary School Teachers.

INDICATOR

MEAN

STAND.
DEV'N

6.3. To communicate learning objectives clearly to children
through the use of such tools as advance organisers

3.8

.91

1.9. To establish a space in the classroom for individual
negotiations and discussion with children

3.8

.98

6.4. To develop skills in negotiating learning outcomes for
children

3.9

1.02
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Table 20. Lowest ranked indicators of Importance by High
School Teachers.
INDICATOR

1.9. To establish a space in the classroom for individual
negotiations and discussion with children
1.6. To devise and maintain procedures for allocating
classroom responsibilities for children
6.4. To develop skills in negotiating learning outcomes for
children
1.3. To establish and use flexible groups of children
6.3. To communicate learning objectives clearly to children
through the use of such tools as advance organisers
5.1. To have undertaken study in the area of human growth
and development including child and adolescent emotional
and social development.
2.4. To attend suitable inservice and academic courses on
classroom management and disciphne
1.2. To organise for the physical layout of the room,
allowing for appropriate furniture for the size of the children

MEAN

STAND.
DEV'N

3.0

1.40

3.3

1.34

3.6

1.11

3.7

1.04

3.8

1.13

3.9

1.11

3.9

1.07

3.9

1.04

The competency area rated by high school teachers as being the most difficult to
develop was teaching style and curriculum implementation. This was rated by the
primary teachers as the second most difficult to develop. The area rated most difficult
for primary teachers was in resolving behavioural conflicts in a just and constructive
manner, which was ranked third by high school teachers. The competency area of
professional development was ranked second most difficult by high school teachers
and third by primary teachers.
The least difficult competencies for both high school and primary school teachers
were: the use of effective communication skills, and developing a personal philosophy
that recognises the dignity and needs of children and adults.
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Table 21 provides details of the mean rating scores and rankings for each of the eight
competency areas.

Table 21. Mean rating scores and rankings of difficulty of
competency areas for high school and primary school
teachers.
COMPETENCY AREA

1. To utilise a repertoire of
behaviour management strategies to
initiate, experiment with and
maintain effective classroom
management
2. To function effectively as a team
member in designing, implementing
and evaluating school wide discipline
and pastoral care policies
3. To develop and exhibit a personal
philosophy and behaviours which
recognises the dignity and needs of
children and adults in the school
community
4. To demonstrate a growing
understanding and knowledge of
designing, implementing and
evaluating curriculum and teaching
and learning styles
5. To demonstrate an ever increasing
understanding and knowledge of
human growth and development and
learning theory and processes
6. To develop and exhibit effective
communication skills in the full
range of educational settings
7. To respond effectively and with
sensitivity to inappropriate behaviour
through developing and utilising
strategies in negotiation and
collaboration
8. To demonstrate an ability to
develop a repertoire of appropriate
skills and strategies to resolve
behavioural conflicts in a just and
constructive manner

HIGH
SCHOOL
MEAN

RANK

PRIMARY
SCHOOL
MEAN

RANK

2.93

5

2.68

6

2.92

6

2.94

4

2.80

8

2.38

8

3.31

1

3.07

2

3.28

2

3.05

3

2.92

6

2.60

7

3.13

4

2.79

5

3.27

3

3.14

1
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COMPARISON OF RATINGS OF IMPORTANCE AND DIFFICULTY.
The rankings of aggregate mean scores of importance and difficulty for primary and
high school teachers were compared to ascertain similarities and differences in the
rankings of the broad competency areas.
Both high school teachers and primary school teachers ranked Competency 3
(developing a personal philosophy and behaviour that recognises the needs and dignity
of adults and children) as the most important and the least difficult in which to develop
the specified indicator skills. By comparison, the two groups ranked different
competency areas as most difficult to acquire skills in. These competency areas were
respectively, resolving behavioural conflicts, and teaching style and curriculum
implementation.
The results also showed that high school teachers saw it as more important and less
difficult to be part of a team, and less important and more difficult to respond
effectively to misbehaviour when compared with primary teachers. The latter showed a
different tendency in that they perceived it less important but more difficult to be part
of a team, and more important but less difficult to respond to misbehaviour.
Both primary teachers and high school teachers ranked skills in the competency area of
classroom management as the least important to develop skills in, and ranked the area,
in terms of difficulty to develop skills in, respectively, sixth andfifth.
Table 22 provides the comparative ranking of importance and difficulty for each
competency area.
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Table 22. Comparison of rankings of importance and
difficulty in competency areas by High school and Primary
School Teachers.
COMPETENCY AREA

HIGH SCHOOL
IMPORT
DIFFIC
ULTY
ANCE
RANK
RANK
1. To utilise a repertoire of
behaviour management strategies to
5
8
initiate, experiment with and
maintain effective classroom
management
2. To function effectively as a team
member in designing, implementing
and evaluating school wide discipline
and pastoral care policies

PRIMARY
IMPORT
DIFFIC
ANCE
ULTY
RANK
RANK
6
8

3

6

6

4

3. To develop and exhibit a personal
philosophy and behaviours which
recognise the dignity and needs of
children and adults in the school
community
4. To demonstrate a growing
understanding and knowledge of
designing, implementing and
evaluating curriculum and teaching
and learning styles
5. To demonstrate an ever increasing
understanding and knowledge of
human growth and development and
learning theory and processes

1

8

1

8

4

1

2

2

7

2

7

3

6. To develop and exhibit effective
communication skills in the full
range of educational settings

2

6

5

7

6

4

3

5

4

3

4

1

7. To respond effectively and with
sensitivity to inappropriate behaviour
through developing and utilising
strategies in negotiation and
collaboration
8. To demonstrate an ability to
develop a repertoire of appropriate
skills and strategies to resolve
behavioural conflicts in a just and
constructive manner
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PERCEIVED DIFFICULTY RATINGS FOR HIGH SCHOOL AND PRIMARY
SCHOOLTEACHERS.
The Mann Whitney U-test was used to determine if the rankings of high school and
primary school teachers were significantly different.

Overall, high school teachers rated eleven indicators as being significantly more
difficult to develop than their primary colleagues. Primary teachers rated only one
indicator as being significantly more difficult to develop than high school teachers, this
being keeping records systematically.

High school teachers found it significantly more difficult than primary teachers to:
flexibly use teaching skills to suit the needs of different children, establish routines for
children who need independent work, use practices that provide for learning, provide
opportunities for learning and success for all students, use language at the
developmental stage of children, and make appropriate judgements about the need to
seek support.

They also found it significantly more difficult to: discuss and resolve problems with
the whole class, develop programs appropriate to the needs of children, develop an
environment where children can make responsible decisions about their behaviour,
develop skills in rewarding children for their appropriate behaviour and design
programs that maximise learning in children. The skill of establishing and using
groups of children was also regarded as more difficult to develop by high school
teachers, but the difference was at the barely significant.
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Table 23. Differences in perceived difficulty of specified
indicators by primary and high school teachers.
INDICATOR

4.10. To be able systematically to
keep records

7.6. To be flexible in using skills
to suit the level/needs of different
children
1.5. To establish and maintain
routines for children who need
independent and/or extension
activities.
3.3. To utilise practices that
provides for rewards for learning

4.6. To provide for and ensure that
there are appropriate opportunities
for learning and success for all
students
6.8. To understand and utilise clear
and understandable language at
levels appropriate to the
developmental stage of children
3.2. To demonstrate an awareness
of and make appropriate judgements
about the need to seek support
1.10. To establish a system of
discussing and resolving issues and
problems with the class.
4.5. To develop, implement and
evaluate appropriate learning
programs that are responsive to the
need of children
4.1. To create a classroom
environment where children can
make responsible decisions about
their behaviour
7.3. To develop skills in rewarding
children for their appropriate
behaviour
4.3. To design and effectively
implement educational experiences
which maximise learning for/in
children
1.3. To establish and use flexible
groupings of children

PROB
ABILITY **

PRIMARY
SCHOOL
MEAN
RANK*

HIGH
SCHOOL
MEAN
RANK*

57.917

37.957

698.5

<.001

43.773

63.559

678

<.001

44.023

62.529

716.5

.002

44.031

62.514

717

.002

45.008

62.3

759.5

.004

43.648

60.515

713.5

.004

44.375

60.286

760

.002

45.362

60.043

803.5

.012

46.47

59.543

856

.027

46.231

58.426

860

.039

45.954

57.735

842

.045

46.97

58.6

889

.05

46.016

57.286

865

.051

U=

** Refers to the likelihood that the observed difference in mean rank could have occurred by chance
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Of the eleven indicators rated differently by high school and primary school teachers,
four were from Competency 4 (teaching style and curriculum implementation), two
each from Competency 1 (classroom management). Competency 3 (personal
philosophy) and Competency 7 (deahng effectively with misbehaviour). The relevant
details are listed in Table 23.

Both high school and primary teachers ranked eight indicators similarly. Two of these
indicators were in the area of classroom management (organising the physical
environment to suit the needs of the class, and establishing a space for individual
negotiations with children); two were in the area of acting as a team member
(following school policy consistently, and discussing children's needs with fellow
staff with respect and confidentiality); and two involved resolving behavioural
conflicts (discovering and using alternative options to resolve conflicts, and being able
to follow up effectively). The remaining two indicators were to provide ongoing
feedback to children about their learning, and to develop skills in understanding how
behaviour is learned and how it changes.

Three of these indicators were also included in the skills that both primary and high
school teachers found most difficult to develop. These skills were using alternative
options to resolving conflicts, following up effectively, and developing
understandings of how behaviour is learned and how it changes.

Table 24 provides details of these eight indicators with their mean rankings.

HIGHEST RANKING INDICATORS OF DUTICULTY FOR PRIMARY AND
fflGH SCHOOL TEACHERS.
The fourteen indicators with highest mean difficulty ratings were compared across
high school and primary school teachers. Ten indicators were common to both groups,
however rankings were generally different.
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Table 24. Similarities in rankings between high school and
primary school teachers-indicators of difficulty.
INDICATOR
1.1. To organise, monitor and respond to the
physical environment according to the
teaching/learning needs of the class
4.7. To provide and utilise ongoing feedback to
children about their learning
8.1. To demonstrate an awareness and developing
ability to discover and utilise altemative options to
resolve conflicts
8.5. To be able to follow up effectively
2.6. To discuss children's needs with fellow staff
with respect and confidentiality
2.5. To follow consistently agreed practices and
policy in this area
5.4. To develop skills to develop an understanding
of how behaviour is learned and how it changes
1.9. To estabUsh a space in the classroom for
individual negotiations/discussions with children

PRIMARY
SCHOOL
MEAN
RANKING
50.023

HIGH
SCHOOL
MEAN
RANKING
49.95

50.454

50.586

49.908

50.176

48.714

48.091

50.769

50.0

50.848

49.824

50.862

49.829

50.938

49.686

The most difficult indicator for primary teachers was attending suitable courses in
classroom management and discipline, but this indicator did not rank in the list of most
difficult indicators for high school teachers. The most difficult indicator for high
school teachers was establishing procedures for children who need independent and/or
extension activities, which was ranked second most difficult for primary teachers.
However, high school teachers indicated that this skill was significantly more difficult
to develop than primary school teachers.
The next five most difficult indicators ranked by high school teachers were from the
competency area of teaching style and curriculum implementation. These were:
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providing opportunities for learning and success for all students, creating classroom
environments where children can make responsible decisions about their behaviour,
creating a learning environment where children and teachers are free to take risks with
their learning, developing learning programs responsive to the needs of children, and
designing and implementing programs that maximise learning in children. Primary
teachers rated all of these indicators as difficult to develop, but the order of rankings
was different and spread across the rankings from position four to fourteen.

Three of the indicators ranked among the most difficult by primary teachers were not
ranked as particularly difficult by high school teachers. These were: recognising and
defusing potential problem situations, making appropriate judgements about the need
to seek support, and using a wide range of resources to support teaching/learning
activities.

Details of the fourteen indicators ranked most difficult by primary and high school
teachers are provided in Tables 25 and 26.

LOWEST RATING INDICATORS OF DIFFICULTY FOR PRIMARY AND HIGH
SCHOOL TEACHERS.
Two indicators were rated similarly low in difficulty by both high school and primary
teachers, these being, to establish and implement collaboratively with a class a set of
workable and displayed classroom rules, and to utilise practices where children's
efforts are rewarded through praise and encouragement. In addition, a number of
differences in the use of rewards and encouragement were made between the two
groups. Whilst both high school and primary teachers indicated that it was relatively
not difficult to reward student effort, high school teachers indicated that it was
significantly more difficult for them to acquire the skills of rewarding learning, and
rewarding behaviour.
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Table 25. Indicators of difficulty rated highest by primary
school teachers.
INDICATOR

2.4. To attend suitable inservice and academic
courses on classroom management and discipline
1.5. To establish and maintain routines for
children who need independent and/or extension
activities
8.1. To demonstrate an awareness and developing
ability to discover and utilise alternative options
to resolve conflicts
4.4. To create a learning environment where
children and teachers are free to take risks in
learning
5.4. To develop skills to develop an
understanding of how behaviour is learned and
how it changes
8.5. To follow up effectively
7.1. To demonstrate an ability to recognise and
defuse potential problem situations
4.3. To design and effectively implement
educational programs which maximise learning
for/in children
4.6. To provide for and ensure that there are
appropriate opportunities for learning and
success for all students
4.1. To create a classroom environment where
children can make responsible decisions about
their behaviour
2.2. To demonstrate an awareness and make
appropriate judgements about the need to seek
support
1.4. To organise, label and utilise a wide range
of resources to support teaching/learning
activities
7.2. To act consistently in applying
consequences and sanctions to behaviour
4.5. To develop, implement and evaluate
appropriate learning programs that are responsive
to the needs of children

MEAN
RATING

STAND.
DEV'N

3.6*

1.13

•

3.5*

1.29

1

3.4*

1.03

10

3.4*

1.53

4

3.4*

1.04

13

3.4

1.17

14

3.3*

1.13

•

3.3

1.09

6

3.3

1.15

2

3.3

1.29

3

3.3*

1.07

•

3.2

1.08

•

3.2

1.30

11

3.2

1.12

5

HIGH
SCHOOL
RANKING
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Table 26. Indicators of difficulty rated highest by high
school teachers.
INDICATOR

1.5. To establish and maintain routines for
children who need independent and/or extension
activities
4.6. To provide for and ensure that there are
appropriate opportunities for learning and
success for aU students
4.1. To create a classroom environment where
children can make r^ponsible decisions about
their behaviour
4.4. To create a learning environment where
children and teachers are free to take risks in
learning
4.5. To develop, implement and evaluate
appropriate learning programs that are
responsive to the needs of children
4.3. To design and effectively implement
educational programs which maximise learning
for/in children
5.3. To develop an awareness of and ability to
recognise and assess levels of individual
differences in children
7.6. To be flexible in using skills to suit the
levels/needs of different children
4.9. to establish and maintain co-operative,
innovative and flexible teaching/learning styles
8.1. To demonstrate an awareness and
developing ability to discover and utilise
alternative options to resolve conflicts
7.2. To act consistentìy in applying
consequences and sanctions to behaviour
5.1. To have undertaken study in the area of
human growth and development including child
and adolescent emotional and social development
5.4. To develop skills to develop an
understanding of how behaviour is learned and
how it changes
8.5. To follow up effectively

MEAN
RALLNG

STAND.
DEV'N

PRIMARY
SŒOOL
RANKING

4.3 *

.85

2

4.0*

1.24

9

3.8

1.08

10

3.8

1.59

4

3.8

1.18

14

3.7

1.08

8

3.6*

1.62

•

3.6*

1.23

•

3.5

1.31

•

3.5*

1.09

3

3.4

1.25

13

3.4

1.54

•

3.4

1.32

5

3.4

1.19

6
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The remaining indicators rated lowest by primary teachers were: using procedures for
allocating classroom responsibilities to children, using language appropriate to the
developmental stage of children, and developing skills in estabhshing classroom rules.
The remaining skills considered least difficult by high school teachers were: organising
the room to allow appropriate furniture for the size of the children, and being able to
systematically keep records and programs.

The mean rating scores and standard deviation for these indicators are reported in
Table 27 for primary school teachers and in Table 28 for high school teachers.

Table 27. Indicators of difficulty rated lowest by primary
school teachers.
INDICATOR

MEAN

STAND.
DEV'N

1.6. To devise and maintain procedures for allocating
classroom responsibihties for children

2.1

1.041

1.7. To establish and implement collaboratively with the
class a set of workable and displayed classroom rules

1.9

.95

3.1. To utilise practices where children's efforts are
recognised through praise and encouragement

2.0

1.008

2.1

1.087

2.1

.937

6.8. To understand and utilise clear and understandable
language at levels appropriate to the development stage of
children
7.5. To develop skills in estabhshing and revising classroom
rules
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Table 28. Indicators of difficulty rated lowest by high
school teachers.
INDICATOR

1.2. To organise the physical layout of the room, allowing
for appropriate furniture for the size of children
1.7. To estabUsh and implement collaboratively with the
class a set of workable and displayed classroom rules
3.1. To utilise practices where children's efforts are
recognised through praise and encouragement
4.10. To be able systematically to keep records and
programs

MEAN

STAND.
DEV'N

2.2

1.149

2.3

1.169

2.2

1.103

2.4

1.125

Further analysis of this data was carried out to identify those indicators that appeared
more than once in the lists of indicators that were either most or least important ,or
most or least difficult, for both primary and high school teachers. Overall nine
indicators were identified in these categories, with two indicators common to high
school and primary school teachers.
Primary teachers identified four competency areas (Table 29) that ranked among the
most important and the most difficult. One of these, developing learning programs
responsive to the needs of children, was also rated high in importance and difficulty by
high school teachers. The remaining indicators rated by primary teachers as most
important and most difficult were being able to follow up effectively, ensuring that
there are appropriate opportunities for learning and success for all students, and
establishing and maintaining routines for children who need independent and/or
extension activities.
The two additional indicators ranked by high school teachers (see Table 30) were
designing and effectively implementing educational programs that maximise learning in
children, and consistently applying sanctions and consequences to behaviour. It
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appears from these results that primary teachers and high school teachers have
different considerations as to what skills are the most important to develop and the
most difficult to acquire. Primary teachers identify specific skills in individualising the
curriculum and effectively following up, whilst high school teachers identify skills in
applying sanctions and consequences consistently.

Table 29. Indicators rated with high levels of importance
and high levels of difficulty by Primary teachers.
MEAN
ESS.
4.7

STAND.
DEV'N
.718

MEAN
DIFF.
3.4

STAND.
DEV'N
1.168

4.5. To develop, implement and
evaluate learning programs that are
responsive to the needs of children

4.7

.76

3.2

1.124

4.6. To provide for and ensure that
there are appropriate opportunities for
learning and success for all students

4.7

.784

3.3

1.147

1.5. To establish and maintain routines
for children who need independent an/or
extension activities

4.7

.735

3.5

1.288

INDICATOR
8.5. To be able to follow up
effectively

Table 30. Indicators rated with high levels of importance
and high levels of difficulty: High school teachers.
INDICATOR
4.5. To develop, implement and
evaluate learning programs that are
responsive to the needs of children
4.3. To design and effectively
implement educational experiences
which maximise learning for/in
children
7.2. To act consistently in applymg
consequences and sanctions to
behaviour

MEAN
ESS.
4.9

STAND.
DEV'N
.436

MEAN
DIFF.
3.8

STAND.
DEV'N
1.175

4.7

.535

3.7

1.082

4.6

.595

3.5

1.252
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Both primary teachers and high school teachers ranked one indicator as having a high
level of importance and a low level of difficulty. This was being able to utilise
practices where children's efforts are recognised through praise and rewards. The
rating results on importance and difficulty are indicated for both groups in Table 31.

Table 31. Indicators rated with high levels of importance
and low levels of difficulty.
INDICATOR
Primary Teachers:

MEAN
ESS.
4.8

STAND.
DEV'N
.728

MEAN
DIFF
2.0

STAND.
DEV'N
1.008

4.9

.327

2.2

1.103

3.1. To utilise practices
where children's efforts are
recognised through praise
and encouragement
High School Teachers:
3.1. To utilise practices
where children's efforts are
recognised through praise
and encouragement

Primary teachers did not identify any indicators that were either high in importance and
low in difficulty or low in importance and low in difficulty, however high school
teachers identified one indicator in each of these categories. The indicator that was low
in importance but high in difficulty was to undertake studies in child and adolescent
emotional and social development. The indicator that was low in importance and
difficulty was organising the physical layout of the room and allowing for appropriate
furniture for the size of the children.

Page 85

RESEARCH QUESTION 4.
What are the main factors which influence teachers' perceptions of the relative
importance of particular management skills and the difficulties of developing them?
To answer this question an analysis was undertaken on the ratings of 18 male and 82
female respondents through comparisons of mean rating scores and the relative
rankings given to particular indicators. Comparisons between other groups in the
sample were not undertaken due to the relatively small number of respondents in these
groups, with group sizes being too small for valid and reliable comparisons.

The statistical procedures used to compare the differences in the scores of primary and
high school teachers were also used to compare the scores of male and female
teachers. Overall, in terms of the broad competency areas, both male and female
teachers ranked developing a personal philosophy that recognises the dignity and
needs of others as being the most important. The broad competency area of classroom
management was ranked least important by both groups. Full details of the rankings of
all the broad competency areas by male and female teachers are provided in Appendix
6, p. 131.

Three broad competency areas were ranked more important by female teachers in
comparison to their male counterparts. These areas were: responding to misbehaviour,
resolving behavioural conflicts, and teaching style and curriculum implementation.
Male teachers generally had lower mean ratings of importance in the eight broad
competency areas, but ranked three as being of more importance than female teachers,
these being, working as a team member, implementing school policy, and developing
professionally in the field. However, male teachers generally rated all competency
areas lower than female teachers, so whilst some rankings may have been higher they
also had a lower mean aggregate score.
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The mean rankings of the fifty-six individual indicators included in the survey
instrument were also compared to determine whether differences between the rankings
of importance given by male and female teachers were significant. Eighteen of the
indicators were ranked by female teachers as significantly more important than by the
male teachers, with no indicators being ranked significantly more important by the
latter (see Appendix 7, p. 132). Generally, the indicators that were significantly
different were from the broad areas of classroom management, relationship and
communication skills, aspects of curriculum implementation, individualisation, and
behaviour management.

The results indicated that female teachers, in comparison with their male colleagues,
regard it as significantly more important to organise the layout of the room, establish
routines, and develop procedures in the classroom to resolve conflicts. They also
regard it as significantly more important to be approachable over problems. In
addition, learning programs need to be responsive to the needs of children and
maximise learning in an environment where opportunities for success are provided,
where children can make responsible decisions about behaviour, and where teachers
can recognise and assess levels of individual differences.

In the broad area of relationship and communication skills female teachers regard it as
significantly more important that they develop and maintain rapport with students,
negotiate learning outcomes, affirm the value of individual children and demonstrate
clear expectations about behaviour. In the area of behaviour management, female
teachers also regard that it as significantly more important that they recognise and
defuse potential problem situations, develop and use alternative options to resolve
conflicts and follow up problems effectively.

The rankings of importance between male and female teachers were also compared
with the rankings of importance of primary and secondary teachers to establish if there
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was a relationship between the specific indicators ranked significantly more important
by both female teachers and primary school teachers. This comparison revealed that
three of the eighteen indicators identified as being significantly more important by
female teachers to be similar to the indicators rated significantly different between
teachers in primary and secondary schools. This suggests that there are identifiable
differences between male and female teachers as to what constitutes the most important
skills of classroom management and discipline, that cannot be explained by the
differences between rankings of importance between primary and high school
teachers. Even allowing for the relatively small sample size of male teachers and
possible bias due to the majority of female primary school teachers, these differences
appear to be valid (see Siegel and Castellan, 1988:132). However, it was not within
the capacity of this study to further determine or discuss possible reasons for these
differences between male and female respondents, largely because of the constraints
imposed by the limited sample size.

A number of indicators were ranked similarly in importance by both male and female
teachers. These were: making judgements about seeking support, creating an
environment where teachers and children can take risks about learning, undertaking
study in human growth and development, and developing skills and understandings of
how behaviour is learned and how it changes.

Apart from these results, those indicators that were ranked highest in importance by
both male and female teachers were identified. The individual indicator with the
highest ranking of importance for both male and female teachers was recognising
children's efforts through praise and encouragement. Of the other eleven highest
ranking indicators, six were common to both male and female teachers. Three of these
six were from the competency area of developing a personal philosophy that respects
the dignity and needs of others, namely developing and utilising practices where
children can learn to value their own efforts, developing skills so that children can
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approach you over problems, and developing a capability to treat children and adults
with mutual respect. Full details of all twelve indicators ranked most important by male
and female teachers are shown in Appendixes 9 & 10, pp. 135-138.

RATINGS OF DIFFICULTY BY MALE AND FEMALE TEACHERS.
As well as comparing the mean scores and rankings of importance of each of the broad
competency areas and individual indicators, comparisons were made between male and
female teachers based on the perceived difficulty of skill acquisition.

Both male and female teachers ranked the competency area of developing appropriate
skills to resolve behavioural conflicts in a just and constructive manner as the most
difficult to develop. The competency area ranked lowest in difficulty by female
teachers was developing a personal philosophy that treats others with respect and
dignity, and the competency area ranked lowest in difficulty by male teachers was
developing and exhibiting effective communication skills. In all eight broad
competency areas, male teachers' mean rating scores were higher than those of female
teachers, suggesting that male teachers generally perceive classroom management and
discipline skills to be more difficult to develop than female teachers. Full details of
these results are shown in Appendix 13, p. 138.

Twelve individual indicators were also identified as being significantly more difficult
to develop by male teachers than by female teachers.

These differences in the perceptions of difficulty between the groups could be
categorised into two broad areas, general classroom and specific behaviour
management skills, and interpersonal and relationship skills.

Those individual skills in the area of interpersonal and relationship skills ranked
significantly more difficult to acquire by male teachers were: treating children and
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adults with mutual respect, and developing and utilising practices where children can
learn to value their own efforts. The general management skills identified were:
creating a learning environment where children and teachers are free to take risks in
learning, flexibly using skills to suit the needs of different students, communicating at
levels appropriate to students, and establishing and maintaining co-operative and
innovative teaching/learning styles. Male teachers also indicated significantly more
difficulty in establishing systems for discussing and resolving problems with a class,
communicating clear expectations about behaviour, and developing the skills of
establishing and revising classroom rules. In addition, the skills of rewarding children
for their behaviour and their work, and clearly and assertively directing students when
needed, were also rated by male teachers as significantly more difficult to develop.

A number of individual indicators received similar difficulty rankings by male and
female teachers indicating that both groups perceived these skills as equally difficult to
acquire (full results are shown in Appendices 16 and 17, pp. 141-142). Overall, the
profiles of male and female teachers in regard to the skills considered most difficult to
acquire were similar. However the mean rating score of male teachers on each
indicator was consistently higher than the mean rating of female teachers.

The specific skill identified by both groups as the most difficult to develop was
establishing and maintaining routines for children who need independent and/or
extension activities. The remaining skills identified by both groups to be the most
difficult to acquire were in the areas of individualising the curriculum, developing
specific routines and procedures to organise and resource this, and using skills to
defuse and respond to behavioural conflicts.

These results, when compared to with the skills identified as most important to
develop by male and female teachers, suggest that male and female teachers tend to
perceive different sets of skills in classroom management and discipline to be the most
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important, but have similar perceptions about the skills they perceive to be the most
difficult to develop. These similarities and differences in perceptions cannot be solely
explained by the relatively small number of male respondents, nor the influence of
relative large numbers of primary teacher respondents in the survey.
Seven of the twelve skills identified as being most important to develop by female
teachers were also found to be significantly more important to develop by female
teachers when compared with the responses of male teachers. However, these
differences were not repeated with the rankings of scores determining difficulty in the
acquisition of skills. Of the fifteen skills identified by both groups to be the most
difficult to develop, twelve were common to both groups. However, none of the
fifteen was significantly more difficult for one group to develop than another.
In short, this analysis seems to suggest that male and female teachers have differing
perceptions about what are the most important skills in classroom management and
discipline, but similar perceptions about what skills are the most difficult to develop.
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CHAPTER 5
DISCUSSION OF RESULTS.
The basic research questions examined in this study were:
1. What are the most important skills and understandings that teachers consider are
required by teachers to establish effective classroom management and discipline?
2. What skills and understandings in classroom management and discipline do
teachers consider to be the most difficult to acquire?
3. Do similarities and differences exist between high school and primary school
teachers in the skills considered most important to acquire and in the difficulty of
developing them?
4. What are the main background factors which influence teachers' perceptions of
the relative importance of particular management skills and the difficulties of
developing them?
5. Do identified skills and understandings differ from those suggested in the
literature?
The research procedures used in this study generated sufficient data to answer each
research question. The study identified eight broad competency areas in classroom
management and discipUne, based on fifty six individual skills. All the skills included
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in the original survey instrument were validated through the research process as those
skills most likely to reflect effective classroom management and discipline.

The eight competency areas received similar, but relatively high mean ratings of
importance. However, mean ratings in the degree of difficulty differed between
competency areas to a relatively larger degree. High levels of importance in a
competency area did not necessarily correlate a high level of difficulty. Some
competency areas had a relatively high level of importance and difficulty, and others a
relatively high level of importance but a relatively low level of difficulty. This was
consistent with similar comparisons between the mean ratings of individual skills.

The purpose of the study centred on identifying those skills that teachers considered to
be the most important in developing effective classroom management and discipline.
The results demonstrate that there are many individual skills that are regarded as
important, but, there are others that are regarded as relatively much more important. It
was also noted that when the ratings of importance of individual skills were aggregated
and compared in each competency area, mean scores did not vary greatly. However,
variations were greater when this procedure was used to compare ratings of difficulty.

These results demonstrate the sensitivity of the research instrument and validate the
research process. Respondents were able to discriminate between the two five point
scales and between individual skills. The relative high aggregated mean scores are in
essence a reflection of the purpose of the study. In other words, it was the intention of
the investigation to identify those skills and competency areas regarded as most
important, and disregard those that were not important. Therefore, the results indicate
that there are in all eight competency areas that can be regarded as essential to effective
practice. Teachers, it appears, have a more comprehensive perspective as to what
constitutes and defines effectiveness in Classroom Management and Discipline than
many of the approaches identified in Chapter 2 of this study.
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The rankings and mean aggregate scores of importance for all competency areas are
shown in Figure 2.

Figure 2. Mean ratings of importance for the eight defined
competency areas.
N

Higher Level of
Importance
•

Personal Philosophy
mean =4.6
V

Curriculum

^r

mean = 4.5

Conflict Resolution
mean = 4.5

Dealing with misbehaviour
mean = 4.5
r

Effective Communication

\

(

mean = 4.5

Team Member
mean = 4.5

Professional Development
mean=4.4
J

1

Lower Level of
Importance

N
Classroom Management
mean = 4.2

In addition to identifying and comparing the relative importance and difficulty
associated with skills between aggregated competency areas, this study sought to
compare the ratings of importance and difficulty of each of the fifty six individual
skills. In effect, it was the identification of these particular skills that provided the
focus of the study, and these particular skills were more specifically sought as a
response to the first two research questions. When the most important skills and the
skills most difficult to acquire were identified, it was established that they could be
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further classified into four broad categories: implementing and individualising of the
curriculum; managing behaviour and misbehaviour; professional development; and the
use of effective personal and interpersonal conmiunication skills. The first three areas
contain skills particular to the profession of teaching whilst the fourth, skills relative to
relationships in general.

Comparisons of the rankings of these skills occurred, based on mean ratings of
importance and difficulty. The analysis revealed that skills related to curriculum
implementation and individualisation and effective personal and interpersonal
relationships were perceived to be the most important individual skills that teachers
ought to acquire. However, skills involved in curriculum implementation and
individualisation were perceived to be more difficult to acquire than effective personal
interpersonal skills.

Skills involved in the management of behaviour and misbehaviour were not ranked as
important as curriculum implementation and individualisation skills, nor were they
regarded as more difficult to acquire. In comparison, skills in professional
development were regarded relatively as the least important, but still, relatively quite
difficult to acquire skills in. See Figure 3 for full details of this comparison.

These results demonstrate that the teachers involved in this study have a broad and
holistic perspective as to what constitutes and determines effectiveness in classroom
management and discipline. It is evident that effectiveness is contingent upon the
development of a broad range of skills and understandings, including those associated
traditionally with behaviour management. However, it is also evident that there are
many other skills and understandings, drawn from a number of different domains of
teaching, that teachers regard as being of equal or more importance. Discipline is not
the main game, rather it seems that teaching and leaming are.
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Figure 3. Relationship between indicators ranked most
important and most difficult to acquire.
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own efforts
3- Maintain rapport with children
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12- Assist children make responsible
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options to resolve conflicts
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need independent/extension activities
17- Use questioning skills to check
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and how it changes
16- Attend suitable academic and inservice
courses in classroom managemment and
discipline
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The results, therefore, provide support to Doyle's (1986) assertion that the main
purpose of classroom management and discipline is to provide a sense of order
through which teaching and learning can occur. Whether teachers want to prevent or
correct misbehaviour, such teacher behaviour must occur in a context of order and
learning and effective interpersonal relationships. Theories of classroom management
and discipline which ignore the pedagogical and philosophical needs of teachers and
focus on behaviour, do not fit the view of effective practice that teachers involved in
this study have.

This suggests that effective classroom management and discipline is an ongoing,
interactive and fluid process, integrated with purposeful teaching and learning. The
competencies and skills identified in this study contribute, to varying degrees, to this
process. It is through this interactive process that order and purpose prevails, learning
occurs and the need to deal effectively with misbehaviour is minimised, even though it
remains in itself an important set of skills. The purpose of discipline is not so much to
correct behaviour, as an end in itself, rather it is one tool that teachers can use to
develop and maintain order, and as a result, ensure that learning occurs.

With this in mind, the teachers in this study did not decontextualise effective classroom
management and discipline from the other important tasks of effective teaching, nor
from their personal backgrounds or the type of school they taught in. Whilst this study
did not seek to establish how teachers develop a sense of classroom order and the
requisite associated teacher skills, the results suggest a strong relationship in the
perceptions of the respondents between such a sense of order and student learning,
effective teaching and behaviour management. There is little doubt of the importance
of this multi-dimensional perspective to the respondents and that this effected by the
type of school they teach in, that is primary or high schools, and their gender.
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The results indicated clearly that teachers consider that they have different perceptions
about the sort of skills required to teach effectively in high schools and primary
schools. In addition, high school teachers indicated that many skills are more difficult
for them to develop than do primary school teachers. Some of these differences, in
mean ratings, are statistically significant. With respect to the eight broad competency
areas, there was little difference between primary and secondary teachers in ranking of
importance. Secondary teachers, however, tended to indicate higher levels of difficulty
associated with the acquisition of skills in the eight competency areas than primary
teachers. However, closer examination of the ratings of importance of individual
skills by both groups of teachers identified a number of similarities and differences.
It became apparent that three clusters of skills existed; one cluster being skills regarded
as high in importance by both primary and high school teachers and the other two
clusters being skills regarded as high in importance by one group and not the other.
In general, both primary and high school teachers regard it as most important that
teachers provide; appropriate and responsive teaching programs, and effective and
supportive student/teacher relationships. More specifically, these skills were;
developing rapport with and respect with students, recognising effort, developing
appropriate academic programs, and clearly communicating expectations about
behaviour.
In contrast, there were other particular skills identified as high in importance for
primary teachers, but not for high school teachers, and other skills high in importance
for high school teachers, but not for primary school teachers . A list of all skills ranked
high in importance by both primary school and high school teachers is shown in Table
32.
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Table 32. The skills considered most important by primary
and high school teachers.
COMMON
SKILLS

Personal
• Active listening
• Maintaining rapport
• Mutual respect
• Helping children to value
their own efforts
• Using praise and rewards
to recognise effort
Professional
• Utilise responsive
programs
• Use questioning skills to
stimulate thinking
• Select learning
experiences to suit the
stage of development of
children
• Clearly communicate
expectations about
behaviour

PRIMARY
TEACHERS

Personal
To be approachable over
problems

Professional
• Utilise routines for
children who need
independent/ extension
activities
• Provide opportunities for
learning and success for
all
• Flexible use skills to suit
the needs of different
children
• Provide feedback to peers
and parents about
progress of children
• Model appropriate
behaviour across the
school setting

HIGH SCHOOL
TEACHERS

Personal
Affirm the value of
individual children

Professional
Utilise experiences that
maximise learning for
children
Act consistently in
applying consequences
Follow consistently
agreed pohcy
Use questioning skills to
clarify and check learning
Clearly and assertively
direct students when
needed
Discuss children's needs
with respect and
confidentiaHty

Primary teachers and high school, whilst valuing the importance of a number of
similar inter-personal skills, tended to differ in the importance they attached to
applying their professional expertise with individual students. In effect, the two
groups displayed different teaching agendas. Primary teachers aim to ensure that they
organise their resources and teaching strategies for learning and success for all
students, whereas high school teachers aim to establish if learning outcomes have
occurred with students. Effective classroom management and discipline, in primary
schools, is linked to the use of specific teacher skills that ensure that the learning needs
of all children are met. Classroom order is viewed as being related to the ability of a
teacher to individualise the curriculum successfully. Secondary teachers, in
comparison, valued a more class-centred approach that provides experiences to
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maximise learning, and to assess whether it had occurred, in addition to the use of
specific behaviour management skills that assist them to consistently guide and direct
students and follow agreed school policy.

Overall, both groups value highly the importance of relating to children as individuals
but differ in the extent to which they build on these skills to implement and
individualise the curriculum and manage student behaviour.

These findings may be explained by the different role functions of primary and
secondary teachers. Primary teachers generally spend up to 6 hours a day, 5 days a
week with up to thirty children in the one classroom. Secondary teachers may teach up
to five times this number in a single day across a number of classrooms. These
constantly changing dynamics and learning environments, coupled with a generally
more prescribed curriculum, may make it impossible for teachers to ensure that the
curriculum can be individualised to the extent that they can provide the necessary
opportunities for all children to learn and succeed. Organisational factors may prevent
secondary teachers from developing these skills, and as a result make them inclined to
give less importance in a pragmatic sense to their development.

However, it is somewhat disturbing that high school teachers do not value as highly as
primary school teachers these skills. Pragmatics aside, one doubts the validity of
teacher assessment procedures if teachers do not know, on an individual level, if
individual children are learning or not. The link between lack of academic attainment
and high levels of misbehaviour is well documented (Kauffman et.al, 1993).
Misbehaviour in classrooms may be more attributable to an inability to complete set
tasks, combined with a student sensitivity to disclosing in front of peers a learning
problem, than with defiance.
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Teachers place themselves in vulnerable positions by not identifying factors within
their control that contribute to misbehaviour. Academic attainment is one such factor.
Possibly, the higher importance of behaviour management skills in the ratings of high
school teachers in contrast to primary school teachers could be a side-effect of the
organisational structures of high schools.

In addition to comparing the responses of primary and secondary teachers, this
investigation also sought to compare the responses of male and female teachers. Whilst
the number of males was relatively low when compared with the number of female
teachers, the statistical procedures used to analyse the data accommodated differences
in group size (see Siegel and Castellan, 1988).

In all eight competency areas, male teachers rated each competency area less important
and more difficult to develop than their female colleagues. As with the ratings of
importance of high school teachers and primary school teachers, three clusters of skills
could be identified. Both male and female teachers similarly ranked seven individual
skills as the most important to develop. The majority of these skills were from the
broad area of effective personal and interpersonal conamunication skills and were
similar to those common skills identified by primary and secondary teachers.

However, there were differences in other ratings of importance by male teachers and
female teachers. These differences were related in general to how important male
teachers and female teachers regarded teaching and reporting on different aspects of the
curriculum, communicated with and about their students, and managed student
behaviour.

The skills that female teachers ranked higher in importance but not by male teachers
were; modelling appropriate behaviour, communicating clear expectations about
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behaviour, following up effectively, and ensuring that there were opportunities for
learning and success for all students.
The skills ranked higher in importance by male teachers, but not by female teachers
were; providing feedback and reporting to parents and peers, discussing children's
needs with respect and confidentiality, and communicating with and providing
experiences appropriate to a student's level of development. Table 33 details the most
important skills rated by male and female teachers.

Table 33. The skills considered most important by male and
female teachers.
MALE
COMMON
TEACHERS
SKILLS
Personal
Personal
To be approachable over Active listening
problems
Professional
Maintain rapport with
children
Provide feedback to peers
Mutual respect
and parents about the
Help children to value
progress of individual
their own efforts
children
Use praise and
Discuss children's needs
encouragement to
with respect and
recognise effort
confidentiality
Utilise experiences
Professional
appropriate to the stage of
development of children
Utilise responsive
Use
language appropriate
programs
Use questioning skills to at levels appropriate
to children
stimulate thinking

FEMALE
TEACHERS
Personal
• Affirm the value of
individual children
Professional
• Provide opportunities for
learning and success for
all students
• Model appropriate
behaviour
• Clearly communicate
expectations about
behaviour
• Follow up effectively

The results indicate that male and female teachers have different perceptions of the
value and importance of a number of specific skills in classroom management and
discipline. Some differences were statistically significant. Whilst there is a range of
skills both groups rank as high in importance, most of these are in the personalPage 102

interpersonal domain. What male teachers rank as important and female teachers do
not seems to be in the public reporting role of teachers, the need for sensitivity to
children's privacy, and ensuring that teaching and content is age appropriate. It is not
that female teachers do not see these as important, rather these skills seem implied in
the skills they identified. Surprisingly, and in contrast to the male teachers' responses,
female teachers had three very clearly identified behaviour management skills ranked
amongst in highest in importance.

This difference between the rankings of male and female teachers is in itself important.
Not one skill ranked highest in importance by male teachers was related to the
management of behaviour, yet twenty five percent of the skills ranked highest in
importance by female teachers were related to the management of behaviour. This
begs the question as to why female teachers and male teachers differ in this regard, and
certainly provides fertile ground for future research.

What has emerged from this investigation, is that firstly effectiveness in classroom
management and discipline is derived largely through the use of a complex array of
behaviour management, teaching and interpersonal skills. Secondly, the types or mix
of skills required by teachers differs depending of depending on the school situation,
that is a primary or high school setting, and/or teacher gender, as does the degree of
difficulty associated with the development of these skills. However, there is a core set
of skills that are important regardless of school and gender background. These centre
on a teacher's interpersonal skills, the relationships they form with others in a school
community and the type of personal philosophy that practice ought be based upon.

There are some clear implications from these findings. Clearly, theories of classroom
management and discipline that relate only to the management of misbehaviour do not
adequately conceptualise what teachers define as effective practice in the area, nor do
they relate to the difficulties that teachers consider they have in the acquisition of these
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skills. More alarmingly, most current theories do not take into account differences
noted in this study in respect to teacher gender and school background. As such, many
theories can be regarded as generic in nature. They are generic in the sense that they do
not make allowances for the different strategies that teachers regard they need to be
effective, be this in different teaching contexts or based on their gender. As such,
generic approaches use strategies that are poorly related to the way in which teachers
conceptualise effective practice, or disregard strategies regarded by teachers as more
important to develop.

Theories of classroom management and discipline must relate to what teachers see to
be the purpose and context of schooling; that is, effective teaching and learning. It
appears that in the past theoretical models assumed that teaching and learning and
management of misbehaviour were mutually exclusive. That is, effective teaching and
learning can take place once effective order is established through discipline. This is a
wait and see approach, and the teachers in this study appear to suggest that, in fact, the
two approaches are constantly integrating through; how the curriculum is
implemented, how teachers relate to students, and how teachers put into practice their
own personal philosophy of teaching. Effective classroom management and discipline
is more a strategic problem solving process than an approach akin to following a recipe
or cookbook, a point vigorously argued by McGuiness (1993).

With this in mind, and in regard to the three models of discipline outlined in Chapter 2,
those models and approaches identified that focus primarily on dealing with
misbehaviour do not adequately reflect teacher conceptions of effective classroom
management and discipline. This would particularly apply to the reactive and
responsive models of discipline. It would appear that these two models oversimplify
discipline and separate it from the other more important variables that are imperative to
effectiveness. Misbehaviour is the focus of these models, rather than learning. In fact
if misbehaviour does become the focus and priority, then it is most likely to increase.
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It is not that teachers do not need skills to prevent and deal effectively with
misbehaviour, rather, the results strongly assert that teachers do need to develop these
important skills. What is apparent is that these skills by themselves will not ensure
effective management nor will they contribute to the resolution of conflicts that are part
of everyday school life.

The effective prevention and correction of misbehaviour can metaphorically be best
seen as an important part of the picture, but not as the whole picture. The inclusive
model identified in Chapter 2 most accurately reflects the perceptions of teachers in this
study, in that it provides a multi-dimensional perspective of effective classroom
management and discipline. Effective management of behaviour cannot be separated
from effective teaching, effective communication, and effective studentiteacher
relationships. Nor can it be separated from teacher's reflective practice.

Whilst no present theoretical approach reflects such a holistic framework that
encompasses the results of this study, later approaches of Rogers (1990), Slee (1992),
Kyriacou (1991) and Tumey et.al (1992), provide similar broad based approaches.
Apart from this, no one approach or model outlined in Chapter 2 appeared to be
favoured, rather, what was favoured was a conglomeration of skills and competencies
that spanned a number of approaches. This ought to be of interest to a range of
educators and researchers in the field, in that the results demonstrate that teachers
recognise the importance of a variety of broad skills, that when integrated in practice,
determine effectiveness.

However, what should also be of interest to educators and researchers is the
importance that teachers associated with developing a personal philosophy, based on
dignity and respect, and its related behaviours. This at first appears somewhat
humanistic in nature, especially when the related skills seem to teachers to be relatively
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easy to develop. However these skills, that were ranked individually and collectively
as those highest in importance, were not so much related to teachers teaching but to
their students learning, and learning to value themselves. This seems altruistic, but
when examined closely, a deeper purpose to teacher's work is identified. Praising and
encouraging effort is more important to teachers than rewarding student's work, but so
too is helping students learn to value their own work, treating adults and students with
mutual respect and developing the skills that enable children approach teachers when
facing problems.

The most important skills are therefore not related to dealing with misbehaviour, rather
they are associated with teachers encouraging the development of students, forming
effective interpersonal relationships and providing essential ongoing student support.
Ultimately, this whole area may have more to with how teachers reach out to guide
students. If this is the case, then teachers have clear, long term goals about the purpose
of their work.

Because of the variety and extent of such skills validated in the study by teachers, the
question is raised as to whether teachers actually prefer to use personal and
interpersonal skills and curriculum implementation skills in preference to behaviour
management strategies as the cornerstone to developing a sense of order. Further
research is needed in this area to establish whether such preferences exists and if it
does, the extent of such practice.

As a result of this study there are a number of future research and academic
implications. The first is that theoretical models, that have a uni-dimensional focus on
a single set of skills, could well be inadequate in meeting teacher needs as identified in
this investigation. For instance, models of classroom management and discipline that
focus on a single dimension, such as, dealing with misbehaviour, tend to ignore the
development of the many other skills that teachers in this investigation regard as both
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more important and/or more difficult to develop. This type of focus obscures the
functional role of classroom management and discipline as a tool to promote and
support effective learning. By promoting aspects of management that relate, for
example, only to dealing with misbehaviour, than links to learning and relationships
will not become a primary focus.

Secondly, in the area of managing behaviour, the teachers clearly made distinctions
between the skills of preventing misbehaviour and those of dealing with misbehaviour.
Preventative skills were rated relatively less important and less difficult to develop than
skills of dealing with misbehaviour. In effect, this result reinforces the prior distinction
of Doyle (1986). Nonetheless, further study is required as to the reasons for relative
low rankings of classroom management skills in the survey, as they represent the
skills most likely to lead to the prevention of misbehaviour.

A number of explanations of this seem apparent, especially among secondary teachers.
One explanation would suggest that generally, there is a low level of awareness among
teachers of research into how effective teaching practices prevent misbehaviour
occurring. Therefore these skills may, in effect, have little face validity with teachers
and be directly related to the respondent's lack of teacher training in classroom
management and discipline, or to the difficulty that they face assessing whether a
preventative approach is effective or not. Teachers may, in fact, find it easier to assess
an approach where misbehaviour can be dealt with effectively rather than prevented, as
results may be more tangible and immediate. Put simply, they may not be aware of the
many variables that set the scene for effective teaching.

However, the distinction between the skills of classroom management and discipline
was not the only distinction between skills related to student misbehaviour. There
was an apparent suggestion in the data that teachers need to develop skills that lead to
longer term resolution of conflict, once misbehaviour has been dealt with. While it was
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not clear from the data exactly how the skills of dealing with misbehaviour and
resolving behavioural conflicts were different, there appeared to be a somewhat linear
relationship. That is, there are skills that teachers need to use immediately to nip
misbehaviour "in the bud", others when misbehaviour continues and disrupts learning
(and became in the eyes of teachers more serious) and other skills that should be used
once misbehaviour has been dealt with effectively, so that a positive smdent:teacher
working relationship can be maintained or re-estabhshed.

There are different degrees of importance and difficulty associated with these skills
areas. First up, skills that deal effectively with misbehaviour were regarded as both
more important and more difficult to develop than these skills that prevent
misbehaviour. Yet similarly, the skills associated with effectively resolving
behavioural conflicts, that is these skills associated with maintaining and reestablishing positive studentiteacher relationships, are in turn, considered to be more
important and more difficult to develop than the skills of dealing with misbehaviour.

Put simply, it is less important and easier for teachers to prevent misbehaviour or in
turn deal with it than it is to re-establish or maintain a healthy student:teacher
relationship after misbehaviour has been corrected. What in particular is more
difficult, and the reasons for these skills being more important, is not readily apparent.
Yet a trend has been identified and clearly needs further exploration and a systematic
research. It could be argued that the reason for this could be based on fear and anxiety
waiting to see how students will respond to behavioural correction. This is a let
sleeping dogs lie and wait approach. Yet clearly this area needs further exploration
and research to assist researchers develop afi-ameworkfor understanding more about
this area of teaching.

This study clearly provides new insights for future directions for the filed of classroom
management and discipline. It is evident that teachers value a range of classroom
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management and discipline skills so that they can effectively deal with misbehaviour,
but these skills must be developed and used in conjunction with other primary teaching
skills. Especially those skills areas that were regarded by teachers to be either equal in
importance and/or difficulty, or more important and/or more difficult to acquire than
those of behaviour management.

In summary, effective classroom management and discipline can be best
conceptualised as a complex and sophisticated phenomenon. It is determined by the
use of a wide range of teaching and relationship skills as well as a range of behaviour
management skills. These seem to serve different purposes, but when integrated in
practice also provide teachers and students a sense of purpose and order. This is an
precondition to learning.

The results of this study have important implications for those responsible for teacher
development at the preservice and inservice levels. Proficiency in classroom
management and discipline is clearly perceived by the teachers to be associated with
the development of skills across a broad spectrum of competency areas, with some of
the constituent skills being significantly more difficult to develop than others. The
results suggest that classroom management and discipline are not seen by teachers to
be skills separate from the implementation of the curriculum, or from effectively
communicating and working with all members of the school community or from
developing a personal philosophy that treats others with dignity and respect.

How teachers develop these skills and competencies warrants further research both to
validate these findings across a wider range of the teaching population and to explore
in greater detail relationships between the underlying competency and skills areas
across a range of teaching situations and contexts.
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Appendix 1. Timetable for Expert Panels.
TIME

ACTIVITY

9.00

Introduction, team allocations

9.30

Identification of action verbs that
describe competency in classroom
management and discipline
Morning Tea

10.15
10.45
12.00
12.45
2.30
3.00

Identification and categorisation of
competency goals
Lunch
Writing behavioural indicators for
competency goals
Presentation of group competency
goals and indicators
Group leader's compilation of final
format
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Appendix 2. Handout of Defìnìtìon of Key Terms and
Outcomes for Expert Panels.
Dear Colleague,
Thank you for agreeing to participate in today's workshop aimed at
developing an instrument that will assist in developing a greater
understanding of the competencies that teachers MUST have to become
effective classroom managers and disciplinarians. The essential idea to this
project is that the data and theory that emerge will be based on what
teachers themselves perceive essential and effective competencies to be.
A specific structure needs to be followed today, but before these are
outlined, I might clarify a few definitions of key terms.
1. Competency - is a combination of elements of behaviour in relation to a
goal, rather than specific separated bits of behaviour or performance,
2. Classroom Management - the set of strategies teachers use to
prevent misbehaviour in the classroom,
3. Discipline - the set of strategies that teachers use to deal with
misbehaviour when it occurs,
4. Effective - being able to achieve desired results in classroom
management and discipline, and
5. Must - competencies that are imperative to maintaining classroom order
through effective discipline and management.
What will emerge at the end of the day is a number of competency goals
and behavioural indicators or anchors for these goals. These will then be
distributed, after a pilot study, to a random sample of teachers for validation.
An example of a competency goal, with its indicators, is as follows.
Goal: To develop, implement and verbalise a personal educational
philosophy consistent with current knowledge
1. Develop a position paper on new techniques used in the classroom
2.

Develop, summarise and discuss a professional belief/philosophy in an
interview

3.

Modify instructional strategies to fit better with one's educational
philosophy

4.

Develop a written analysis of one's personal beliefs or philosophy
regarding the educational process

5.

Demonstrate how behaviour in the classroom is consistent with stated
educational philosophy
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(Erffmeyer, E.S. & Martray, C.R. (1988), "A Goal Setting Process for
Evaluating Professional Growth and Development and Professional
Leadership". The Kentucky Career Ladder Project, ED 293858)
To develop a similar set of competency goals and behavioural indicators we
will through the following timetable and activities.
TIME
9.00
9.30

ACTIYITY
Introduction, team allocations

10.15

Identification of action Verbs that describe competency in classroom
management and discipline
Morning Tea

10.45

Identification and categorisation of competency goals

12.00

Lunch

12.45

Writing behavioural indicators for competency goals

2.30

Presentation of group competency goals and indicators

3.00

Group leader's compilation of final format

To encourage all participants to contribute it is essential to write your ideas
on paper first and then include them through brainstorming. Ensure that no
idea is left out and look for similarities between the categories your group
develops.
I would like to conclude by personally thanking you for your participation
today. I am sure that what will emerge is a richer view of how teachers
perceive issues to do with effective classroom management and discipline.
Such understandings may help us to understand more about our own
classroom control strategies.
Thank you again.
Sincerely,

Steven Jessup.
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Appendix 3.

The Survey Instrument,

ID NUMBER: (for research purposes only):
NAME OF SCHOOL:
NUMBER OF CHILDREN AT SCHOOL:
YEARS EMPLOYED AT SCHOOL:
FACULTY/GRADE:
YEARS lEACHING:

AGE:

GO-5

Gó-io

Gll-15

G2I-25

G26-30

H s u

G2O-25

G26-30

G31-35

n36-40

G4I-45

G46-50

G51-55

r\56+

n2YT

03YT

n4YT

H i 6-20

POSITION ON STAFF:
YEARS OF CvJri'L\L TRAINING:
OTHER PLEASE SPECIFY:
INSTITUTION:
DO YOU RECALL FROM YOUR CSILTIAL TRAINING IF YOU RECEIVED
LECTURES OR OTHER INFORMATION ON CLASSROOM MANAGEMENT AND
DISCIPLINE?
!!JYES

GNO

DO YOU RECALL IF THIS WAS ADEQUATE TO YOUR NEEDS AS A TEACHER?
•YES

CINO

SUBSEQUENT TERTIARY TRAINING: (PLEASE LIST QUALIFICATIONS AND YEAR COMPLETED)

NUMBER OF PREVIOUS SCHOOLS:
IS YOUR SCHOOL ON D.S.P.?

GYES

CINO

GENDER:

[^FEMALE

[^VLALE

LIST ANY TRAINING IN CLASSROOM MANAGEMENT/DISCIPLINE:

LIST THE SPECIAL EDUCATION SUPPORT IN THE SCHOOL:
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Outlined below are eight competencies, each with a number of indicators of specific skills in
the areas of classroom management and discipline. For each indicator you are asked to specify
on a five point scale:
i)
how essential to classroom management and discipline you perceive the skill to be,
ranging from:
1- is not essential; to 5 - is essential; and
ii) how difficult you perceive it is for teachers to develop the specific skill indicated,
ranging from:
1- low level of difficulty; to 5 - high level of difficulty.

Competency One: To utilise a repertoire of behaviour management strategies to initiate,

experiment with and maintain effective classroom management.
ESSENTIAL
IS NOT
IS
• to organise, monitor and respond to the physical
environment according to the teaching/Ieaming 1 -2 -3 -4 -5
needs of the class
• to organise for the physical layout of the room,
allowing for appropriate furniture for the size of 1 -2 -3 -4 -5
children
1 -2 -3 -4 -5
• to establish and use flexible groupings of
children
• to organise, label and utilise a wide range of
resources to support teaching/Ieaming activities 1 -2 -3 -4 -5
• to establish and maintain routines for children
who need independent and/or extension
activities
• to devise and maintain procedures for allocating
classroom responsibilities for children
• to estabUsh and implement collaboratively with
the class a set of workable and displayed
classroom rules
• to establish and evaluate procedures for
movement around the room and the allocation of
resources in non disruptive manner
• to establish a space in the classroom for
individual negotiations/discussions with children
• to establish a system of discussing and resolving
issues and problems with the class
Others

DIFFICULTY
LOW
fflGH
1 -2 -3 -4 -5
1 _2 -3 -4 -5
1 _2 -3 -4 -5
1 - 2 -3 -4 -5

1 -2 -3 -4 -5

1 _2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5 1 -2 -3 -4 -5
1 -2 -3 -4 -5 1 -2 -3 -4 -5
1 -2 -3 -4 -5 1 -2 -3 -4 -5
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Competency Two: To function effectively as a team member in designing,
implementing and evaluating school wide discipline and pastoral care policies.
ESSENTIAL DIFFICULTY
fflGH
IS NOT
IS LOW
• to demonstrate and model appropriate
behavioural expectations across the school
1 - 2 - 3 - 4 -5 1 -2 -3 -4 -5
conununity
• to demonstrate an awareness of and make
appropriate judgements about the need to seek 1 -2 -3 -4 -5 1 -2 -3 -4 -5
support
• to provide feedback to parents and peers about 1 _2 -3 -4 -5 1 - 2 - 3 - 4 -5
the progress of individual children
• to attend suitable inservice and academic courses
on classroom management and discipline
1 - 2 - 3 - 4 -5 1 - 2 - 3 - 4 -5
• to follow consistently agreed practices and
policy in this area
1 -2 -3 -4 -5 1 - 2 - 3 - 4 -5
• to discuss children's needs with fellow staff
with respect and confidentiality
1 - 2 - 3 - 4 -5 1 - 2 - 3 - 4 -5
1 -2 -3 -4 -5 1 - 2 - 3 - 4 -5
Others
Competency Three: To develop and exhibit a personal philosophy and behaviours
which recognise the dignity and needs of children and adults in the school community.
• to utihse practices where children's efforts are
recognised through praise and encouragement
• to develop and utilise practices where children
can learn to value their own efforts
• to utihse practices that provide for rewards for
learning
• to develop a capability to treat children and
adults with mutual respect
• to make sensitive use of a sense of humour
• to develop skills so that children can approach
you over problems
Others

ESSENTIAL DIFFICULTY
IS NOT
IS LOW
fflGH
1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5
1 -2 -3 -4 -5

1 -2 -3 -4 -5 .
1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5 1 -2 -3 -4 -5
1 -2 -3 -4 -5 1 -2 -3 -4 -5
1 -2 -3 -4 -5

1 -2 -3 -4 -5
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Competency Four: To demonstrate a growing understanding and knowledge of
designing, implementing and evaluating curriculum and teaching and learning styles.
DIFFICULTY
ESSENTIAL
HIGH
IS NOT
IS LOW
•

to create a classroom environment where
children can make responsible decisions about
their behaviour

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to establish procedures for the thorough
preparation of all lessons, learning activities and
resources

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to design and effectively implement educational
experiences which maximise learning for/in
children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to create a learning environment where children
and teachers are free to take risks in learning

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to develop, implement and evaluate appropriate
learning programs that are responsive to the
needs of children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to provide for and ensure that there are
appropriate opportunities for learning and
success for all students

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to provide and utilise ongoing feedback to
children about their learning

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to utilise syllabus and curriculum documents as
a basis for programming

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to estabhsh and maintain cooperative, innovative
and flexible teaching/learning styles

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to be able systematically to keep records and
programs

1 -2 -3 -4 -5

1 -2 -3 -4 -5

Others

1 -2 -3 -4 -5

1 -2 -3 -4 -5
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Competency Five: To demonstrate an ever increasing understanding and knowledge of human growth
and development and learning theory and processes.
ESSENTIAL
DIFFICULTY
IS NOT
IS LOW
HIGH
•

•

to have undertaken study in the area of human growth and
development including child and adolescent emotional and
social development

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to develop skills to develop an understanding of how
behaviour is learned and how it changes

1 -2 -3 -4 -5

1 -2 -3 -4 -5

Others

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to select and utilise appropriate learning experiences to
suit the stage of development of children
to develop an awareness of and ability to recognise and
assess levels of individual differences in children

Competency Six I To develop and exhibit effective communication skills in the full range of educational
settings.

ESSENTIAL
DIFFICULTY
LOW
HIGH
IS NOT
IS
to develop and maintain rapport with children

1 -2 -3 -4

-5

1 -2 -3 -4 -5

to develop skills to maintain the ability to listen actively
to children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to communicate learning objectives clearly to children
through the use of such tools as advance organisers

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to develop skills in negotiating learning outcomes with
children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to use appropriate questioning and feedback strategies to
clarify and check student understanding and learning

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to use appropriate questioning skills to develop children's
thinking skills

1 -2 -3 -4 -5

1 -2 -3 -4 -5-

to develop non-verbal and verbal skills in affirming the
value of individual children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to understand and utilise clear and understandable
language at levels appropriate to the developmental stage
of children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to demonstrate and conmiunicate clear expectations about
behaviour by estabhshing and using a behaviour code

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

1 -2 -3 -4 -5

Others

Page 122

Competency Seven: To respond effectively and with sensitivity to inappropriate
behaviour through developing and utilising strategies in negotiation and collaboration.
DIFFICULTY
ESSENTIAL
HIGH
IS NOT
IS LOW
•
•

to demonstrate an ability to recognise and defuse
potential problem situations
1 -2 -3 -4 -5

1 _2 -3 -4 -5

to act consistently in applying consequences and
sanctions to behaviour

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to develop skills in rewarding children for their
appropriate behaviour

1 -2 -3 -4 -5

1 _2 -3 -4 -5

to develop skills in observing and monitoring
behaviour in learning environments

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to develop skills in establishing and revising
classroom rules

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to be flexible in using skills to suit the
level/needs of different children

1 -2 -3 -4 -5

1 -2 -3 -4 -5

Others

1 -2 -3 -4 -5

1 -2 -3 -4 -5

Competency Eight: To demonstrate an ability to develop a repertoire of appropriate
skills and strategies to resolve behavioural conflicts in a just and constructive manner.
ESSENTIAL
DIFFICULTY
IS NOT
IS LOW
HIGH
to demonstrate an awareness and developing
ability to discover and utilise alternative options
to resolve conflicts

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to use communication skills to guide clearly and
assertively and to direct students when needed

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to identify and recognise likely problem
situations and "nip them in the bud" before they
become a problem

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to develop the ability to use skills in defusing,
isolating and withdrawal

1 -2 -3 -4 -5

1 -2 -3 -4 -5

to be able to follow up effectively

1 -2 -3 -4 -5

1 -2 -3 -4 -5

Others

1 -2 -3 -4 -5

1 -2 -3 -4 -5
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Appendix 4. Mean Scores and Standard Deviations for all
Individual Indicators of Importance and Difficulty.
Competency One: To utilise a repertoire of behaviour management strategies to initiate,
experiment with and maintain effective classroom management.
IMPORTANCE

DIFFICULTY

MEAN

MEAN

S.D.

S.D.

1.1

to organise, monitor and respond to the
physical environment according to the
teaching/learning needs of the class

4.4

.83

2.9

.98

1.2

to organise for the physical layout of the
room, allowing for appropriate furniture for
the size of children

4.1

1.00

2.3

1.25

1.3

to establish and use flexible groupings of
children

4.2

.94

2.93

1.15

1.4

to organise, label and utilise a wide range of
resources to support teaching/learning
activities

4.4

.74

3.8

1.21

1.5

to establish and maintain routines for
children who need independent and/or
extension activities

4.6

.74

3.8

1.21

1.6

to devise and maintain procedures for
allocating classroom responsibilities for
children

3.8

1.16

2.2

1.10

1.7

to establish and implement collaboratively
with the class a set of workable and
displayed classroom rules

4.3

1.07

2.1

1.03

1.8

to establish and evaluate procedures for
movement around the room and the
allocation of resources in non disruptive
manner

4.3

.98

2.5

1.00

1.9

to establish a space in the classroom for
individual negotiations/discussions with
children

3.6

1.20

2.8

1.31

1.10

to establish a system of discussing and
resolving issues and problems with the class

4.2

.92

2.8

1.16

* All mean scores rounded off to one decimal place and standard deviations rounded off to two decimal
places
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Competency Two: To function effectively as a team member in designing,
implementing and evaluating school wide discipline and pastoral care policies.
IMPORTANCE
MEAN S.D.

DIFFICULTY
MEAN S.D.

2.1

to demonstrate and model appropriate
behavioural expectations across the school
community

4.7

.72

2.9

1.26

2.2

to demonstrate an awareness of and make
appropriate judgements about the need to
seek support

4.2

.811

3.2

1.10

2.3

to provide feedback to parents and peers
about the progress of individual children

4.7

.75

2.5

1.15

2.4

to attend suitable inservice and academic
courses on classroom management and
discipline

4.1

1.01

3.5

1.18

2.5

to follow consistently agreed practices and
policy in this area

4.5

.73

3.0

1.15

2.6

to discuss children's needs with fellow staff
with respect and confidentiality

4.6

.8

2.4

1.15

Competency Three: To develop and exhibit a personal philosophy and

behaviours which recognise the dignity and needs of children and adults in the
school community.
IMPORTANCE
MEAN S.D.

DIFFICULTY
MEAN S.D.

3.1

to utilise practices where children's efforts
are recognised through praise and
encouragement

4.8

.61

2.1

1.04

3.2

to develop and utilise practices where
children can learn to value their own efforts

4.8

.65

2.8

1.22

3.3

to utilise practices that provide for rewards
for learning

4.2

1.07

2.6

1.14

3.4

to develop a capability to treat children and
adults with mutual respect

4.7

.71

2.4

1.3

3.5

to make sensitive use of a sense of humour

4.5

.83

2.4

1.17

3.6

to develop skills so that children can
approach you over problems

4.8

.71

2.8

1.36
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Competency Four: To demonstrate a growing understanding and knowledge of
designing, implementing and evaluating curriculum and teaching and learning styles.
IMPORTANCE

DIFFICULTY

S.D.

MEAN S.D.

MEAN
4.1

to create a classroom environment where
children can make responsible decisions about
their behaviour

4.5

.78

3.5

1.22

4.2

to establish procedures for the thorough
preparation of all lessons, learning activities
and resources

4.6

.83

3.1

1.26

4.3

to design and effectively implement
educational experiences which maximise
learning for/in children

4.7

.67

3.5

1.11

4.4

to create a learning environment where
children and teachers are free to take risks in
learning

4.4

.94

3.3

1.25

4.5

to develop, implement and evaluate
appropriate learning programs that are
responsive to the needs of children

4.8

.67

3.4

1.17

4.6

to provide for and ensure that there are
appropriate opportunities for learning and
success for all students

4.7

.74

3.5

1.23

4.7

to provide and utilise ongoing feedback to
children about their learning

4.5

.78

2.8

1.23

4.8

to utilise syllabus and curriculum documents
as a basis for programming

4.3

.87

2.4

1.16

4.9

to establish and maintain cooperative,
innovative and flexible teaching/learning
styles

4.5

.90

3.2

1.31

4.10

to be able systematically to keep records and
programs

4.5

.79

2.9

1.27
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Competency Five: To demonstrate an ever increasing understanding and knowledge
of human growth and development and learning theory and processes.
IMPORTANCE

DIFFICULTY

MEAN

MEAN

S.D.

S.D.

5.1

to have undertaken study in the area of
human growth and development including
child and adolescent emotional and social
development

4.0

.99

3.1

1.1

5.2

to select and utilise appropriate learning
experiences to suit the stage of development
of children

4.7

.58

3.0

1.1

5.3

to develop an awareness of and ability to
recognise and assess levels of individual
differences in children

4.6

.69

3.2

1.25

5.4

to d e v e l o p skills to develop an
understanding of how behaviour is learned
and how it changes

4.3

.84

3.4

1.14
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Competency Six: To develop and exhibit effective communication skills in the full
range of educational settings.
IMPORTANCE

DIFFICULTY

S.D.

M E A N S.D.

MEAN
6.1

to develop and maintain rapport with
children

4.8

.71

2.4

1.2

6.2

to develop skills to maintain the ability to
listen actively to children

4.7

.68

2.7

1.3

6.3

to communicate learning objectives clearly
to children through the use of such tools as
advance organisers

3.8

.99

2.8

1.06

6.4

to develop skills in negotiating learning
outcomes with children

3.8

1.05

3.1

1.04

6.5

to use appropriate questioning and feedback
strategies to clarify and check student
understanding and learning

4.6

.80

2.8

1.23

6.6

to use appropriate questioning skills to
develop children's thinking skills

4.7

.69

2.9

1.29

6.7

to develop non-verbal and verbal skills in
affirming the value of individual children

4.7

.70

2.6

1.26

6.8

to understand and utilise clear and
understandable language at levels appropriate
to the developmental stage of children

4.7

.70

2.4

1.26

6.9

to demonstrate and communicate clear
expectations about behaviour by
establishing and using a behaviour code

4.7

.63

2.5

1.16
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Competency Seven: To respond effectively and with sensitivity to inappropriate
behaviour through developing and utilising strategies in negotiation and collaboration.
IMPORTANCE
MEAN

S.D.

DIFFICULTY
MEAN

S.D.

7.1

to demonstrate an ability to recognise and
defuse potential problem situations

4.6

.69

3.3

1.11

7.2

to act consistently in applying consequences
and sanctions to behaviour

4.6

.76

3.3

1.3

7.3

to develop skills in rewarding children for
their appropriate behaviour

4.5

.85

2.7

1.42

7.4

to develop skills in observing and
monitoring behaviour in learning
environments

4.5

.71

3.0

1.12

7.5

to develop skills in establishing and
revising classroom rules

4.2

.97

2.3

1.0

7.6

to be flexible in using skills to suit the
level/needs of different children

4.6

.70

3.0

1.25

Competency Eight:

To demonstrate an ability to develop a repertoire of appropriate
skills and strategies to resolve behavioural conflicts in a just and constructive manner.
IMPORTANCE
MEAN

S.D.

DIFFICULTY
MEAN

S.D.

.1

to demonstrate an awareness and developing
ability to discover and utilise alternative
options to resolve conflicts

4.4

.78

3.4

1.05

1.2

to use communication skills to guide clearly
and assertively and to direct students when
needed

4.6

.74

2.9

1.1

1.3

to identify and recognise likely problem
situations and "nip them in the bud" before
they become a problem

4.5

.79

3.1

1.14

1.4

to develop the ability to use skills in
defusing, isolating and withdrawal

4.4

.75

3.2

1.13

!.5

to be able to follow up effectively

4.7

.69

3.4

1.17
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Appendix 5. Profile of Female and Male Respondent by
Background data and Percentage.
BACKGROUND CATEGORY

FEMATF,

MATE

n=82

n=18

11

11

36.6

35.3

%
63
0
19
16
2

50
11
6
33
0

• years teaching-mean

• age-mean
• Position on staff
-

class teacher
special education
executive
co-ordinator
other
• Years of initial training

-

%

2 year
3 year
4 year
non response
• Initial training in classroom management and discipline

- yes
- no
- non response
• If yes, perceived adequacy of initial training
- yes
- no
- non response
• Overall perceived adequacy of initial training
- yes
- no
- non response
Number of previous schools- percentages
1
2
3
4
5
6 or more
non response

%

%
17
28
44
11

31
43
24
2
n=

%

n=

%

57
22
3

70
27
3

12
5
1

67
28
5

n=

%

n=

%

20
34
3

35
60
5

6
6
0

50
50
0

n=

%

n=

%

22
54
6

27
66
7

6
10
2

33
56
11

%

12
20
17
12
11
22
6

%

27
27
22
5.5
5.5
5.5
5.5
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Appendix 6. Mean rating scores and rankings of importance
of competency areas of female and male teachers.
COMPETENCY AREA

1. To utilise a repertoire of
behaviour management
strategies to initiate,
experiment with and
maintain effective classroom
management
2. To function effectively as
a team member in designing,
implementing and evaluating
school wide discipline and
pastoral care policies
3. To develop and exhibit a
personal philosophy and
behaviours which recognises
the dignity and needs of
children and adults in the
school community
4. To demonstrate a growing
understanding and knowledge
of designing, implementing
and evaluating curriculum
and teaching and learning
styles
5. To demonstrate an ever
increasing understanding and
knowledge of human growth
and development and learning
theory and processes
6. To develop and exhibit
effective communication
skills in the full range of
educational settings
7. To respond effectively and
with sensitivity to
inappropriate behaviour
through developing and
utilising strategies in
negotiation and collaboration
8. To demonstrate an ability
to develop a repertoire of
appropriate skills ad
strategies to resolve
behavioural conflicts in a
iust and constructive manner

FEMALE
TEACHER
MEAN

RANKING

MATE
TEACHER
MEAN

RANKING

4.28

8

3.88

8

4.48

6

4.44

2

4.67

1

4.51

1

4.59

2

4.33

4

4.45

7

4.39

3

4.55

5

4.28

6

4.56

4

4.24

7

4.59

2

4.3

5
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Appendix 7. Differences in perceived importance of
specified indicators by female v male teachers.
INDICATOR

1.2. To organise for the physical
layout of the room, allowing for
appropriate furniture for the size of
children
1.3. To establish and use flexible
groups of children

1.5. To establish and maintain
routines for children who need
independent and/or extension
activities
1.10. To establish a system of
discussing and resolving issues and
problems with the class
3.6. To develop skills so that
children can approach you over
problems
4.1. To create a classroom
environment where children can
make responsible decisions about
their behaviour
4.3. To design and effectively
implement educational experiences
which can maximise learning for/in
children
4.5. To develop, implement and
evaluate appropriate learning
programs that are responsive to the
needs of children
4.6. To provide for and ensure that
there are appropriate opportunities
for learning and success for all
students
4.9. To establish and maintain cooperative, innovative and flexible
teaching learning styles

*

PROBA
BILITY

FEMALE
TEACHER
MEAN
RANK*

MATE
TEACHER
MEAN
RANK*

52.9

34.3

446.5

.007

52.6

38.1

515

.04

53.4

34.5

450

.002

53.0

36.6

487

.017

52.5

41.6

578

.021

53.3

37.6

506

.015

52.8

40.0

549

.028

52.9

39.7

544

.008

53.4

37.1

496.5

.003

53.8

35.7

471.5

.003

U=

**

Lower rank number indicates less importance.

** Refers to the likelihood that observed differences in mean rank could have occurred by chance
alone.

Page 132

(Appendix 7, continued).
PROBA
BILITY

FEMAT-R
TEACHER
MEAN
RANK*

MATE
TEACHER
MEAN
RANK*

51.5

39.9

525.5

.047

50.7

41.2

547

.033

6.4. To develop skills in
negotiating learning outcomes for in
children

51.3

35.4

449.5

.027

6.7. To develop non-verbal and
verbal skills in affirming the value
of individual children

51.4

35.1

443.5

.003

51.4

37.8

488.5

.014

54.6

29.4

359

< .001

52.8

34.9

457.5

.007

51.0

37.8

509

.009

INDICATOR

5.3. To develop an awareness of
and ability to recognise and assess
levels of individual differences in
children
6.1. To develop and maintain
rapport with children

6.9. To demonstrate and
communicate clear expectations
about behaviour by establishing and
using a behaviour code
7.1. To demonstrate n ability to
recognise and defuse potential
problem situations
8.1. To demonstrate an awareness
and developing ability to discover
and utilise alternative options to
resolve conflicts
8.5. To be able to follow up
effectively

U=

**
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Appendix 8. Similarities in rankings between female and
male teachers: Indicators of importance.
INDICATOR
2.2. To demonstrate an awareness of and make
appropriate judgements about the need to seek support
2.4. To create a learning environment where teachers
and children are free to take risks
5.1. To have undertaken study in the area of human
growth and development including child and adolescent
emotional and social development
5.4. To develop skills to develop and understanding of
how behaviour is learned and how it changes

FEMALE
MEAN
RANKING

MATH
MEAN
RANKING

50.4

48.3

50.4

50.8

49.8

50.8

50.0

50.1
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Appendix 9. Indicators of importance ranked highest by
female teachers.
INDICATOR

3.1. I'o utilise practices where children's
efforts are recognised through praise and
encouragement
6.1. To develop and maintain rapport with
children
3.2. To develop and utilise practices
where children can learn to value their own
efforts
4.5. To develop, implement and evaluate
appropriate learning programs that are
responsive to the needs of children
3.6. To develop skills so that children can
approach you over problems
4.6. To provide for and ensure that there
are appropriate opportunities for learning
and success for all students
6.9. To demonstrate and communicate
clear expectations about behaviour by
estabUshing and using a behaviour code
6.6. To use appropriate questioning skills
to develop children's thinldng skills
8.5. To be able to follow up effectively
3.4. To develop a capability to treat
children and adults with mutual respect
6.7. To develop non-verbal and verbal
skills in affirnung the value of individual
children
2.1. To demonstrate and model
appropriate behavioural expectations across
the school community

STAND.
DEV'N

MALE
TEACHER
RANKING

4.8 *

.66

1

4.8 *

.67

12

4.8

.67

2

4.8 *

.68

8

4.8

.72

9

4.8

.72

•

4.8

.60

•

4.8

.74

4

4.7 *

.71

•

4.7

.74

6

4.7

.71

•

4.7 *

.69

•

MEAN

* Highest scoring indicator in a competency area
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Appendix 10. Indicators of importance ranked highest by
male teachers.
INDICATOR

3.1. To utilise practices where children's
efforts are recognised through praise and
encouragement
3.2. To develop and utilise practices where
children can learn to value their own efforts
2.6. To discuss children's needs with fellow
staff with respect and confidentiality
6.6. To use appropriate questioning skills to
develop children's thinking
5.2. To select and utilise appropriate learning
experiences to suit the stage of development of
children
3.4. To develop a capability to treat children
and adults with mutual respect
2.3. To provide feedback to parents and
peers about the progress of individual children
4.5. To develop, implement and evaluate
appropriate learning programs that are
responsive to the needs of children
3.6. To develop skills so that children can
approach you over problems
6.8. To understand and utilise clear and
understandable language at levels appropriate
to the development stage of children
6.2. To develop skills to maintain the ability
to listen actively to children
6.1. To develop and maintain rapport with
children

MEAN

STAND.
DEV'N

FEMATE
TEACHER
RANKING

4.8*

.43

1

4.8

.58

3

4.8*

.58

•

4.6 *

.49

8

4.6 *

.50

•

4.6

.61

10

4.6

.61

•

4.6*

.62

4

4.6

.71

5

4.5

.62

•

4.5

.62

•

4.5

.88

2

* Highest scoring indicator in a competency area
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Appendix 11. Indicators of importance ranked lowest by
female teachers.
INDICATOR
1.9. To establish a space in the classroom for individual
negotiations/discussions with children
6.3. To communicate learning objectives clearly to
children through the use of such tools as advance
organisers
1.6. To devise and maintain routines for allocating
classroom responsibilities for children
6.4. To develop skills in negotiating learning outcomes
with children

MEAN

STAND.
DEV'N

3.7

.88

3.8

.99

3.9

1.08

3.9

1.00

Appendix 12. Indicators of importance ranked lowest by
male teachers.
INDICATOR

MEAN

STAND.
DEV'N

6.4. To develop skills in negotiating leaming outcomes
with children

3.2

1.15

1.9. To estabUsh a space in the classroom for individual
negotiations/discussions with children

3.3

1.08

1.6. To devise and maintain routines for allocating
classroom responsibilities for children

3.5

1.34

1.2. To organise tor the physical layout of the room,
allowing for appropriate furniture for the size of children

3.6

1.15

6.3. To communicate leammg objectives clearly to
children through the use of such tools as advance
organisers

3.6

.96
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Appendix 13. Perceived difficulty rankings of competency
areas for male and female teachers.
COMPETENCY AREA

1. To utilise a repertoire of
behaviour management strategies to
initiate, experiment with and
maintain effective classroom
management
2. To function effectively as a team
member in designing, implementing
and evaluating school wide
discipline and pastoral care policies
3. To develop and exhibit a personal
philosophy and behaviours which
recognise the dignity and needs of
children and adults in the school
community
4. To demonstrate a growing
understanding and knowledge of
designing, implementing and
evaluating curriculum and teaching
and learning styles
5. To demonstrate an ever increasing
understanding and knowledge of
human growth and development and
learning theory and processes
6. To develop and exhibit effective
communication skills in the full
range of educational settings
7. To respond effectively and with
sensitivity to inappropriate
behaviour through developing and
utilising strategies in negotiation and
collaboration
8. To demonstrate an ability to
develop a repertoire of appropriate
skills and strategies to resolve
behavioural conflicts in a just and
constructive manner

FEMALE
TEACHER
MEAN

RANK
ING

MATE
TEACHER
MEAN

RANK
ING

2.71

6

3.02

7

2.90

4

3.07

5

2.39

8

3.03

6

3.1

2

3.36

3

3.06

3

3.42

2

2.65

7

2.98

8

2.8

5

3.31

4

3.11

1

3.51

1
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Appendix 14. Differences in perceived difficulty of level of
specified indicator by female v male teachers.
INDICATOR

FEMALE
TEACHER
MEAN
RANK*

MATE
TEACHER
MEAN
RANK*

U=

PROBA
BILITY
**

7.6. To be flexible in using skills to
suit the level/needs of different students

45.3

71.2

347

< .001

3.4. To develop a capability to treat
children and adults with mutual respect

45.0

66.7

392.5

.002

7.5. To develop skills in establishing
and revising classroom rules

45.6

66.7

410.5

.003

3.3. To utilise practices that provides
for rewards for learning

46.4

66.1

439

.007

46.5

65.6

447.5

.009

45.9

63.7

430

.014

46.4

63.5

468

.018

46.9

63.8

480

.019

46.5

62.2

478.5

.022

4.9. To establish and maintain cooperative, innovative and flexible
teaching/learning styles
6.8. To understand and utilise clear and
understandable language at levels
appropriate to the developmental stage of
children
3.2. To develop and utilise practices
where children can learn to value their
own efforts
1.10. To establish a system of
discussing and resolving issues and
problems with the class
7.3. To develop skills in rewarding
children for their appropriate behaviour

8.2. To use communication skills to
62.1
.040
47.3
510.5
guide clearly and assertively and to direct
students when needed
6.9. To demonstrate and communicate
.046
61.0
476
46.7
clear expectations about behaviour by
establishing and using a behaviour code.
4.4. To create a learning environment
511
.048
61.1
46.9
where children and teachers are free to
take risks in learning
* Lower rank number indicates less imponance.
** Refers to the likelihood that observed differences in mean rank could have occurred by chance
alone.
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Appendix 15. Indicators with similar difficulty rankings for
female and male teachers.
INDICATOR

1.2. To organise for the physical layout of the
room, allowing for appropriate furniture for the
size of the children
1.7. To establish and implement collaboratively
with the class a set of workable and displayed
classroom rules
2.6. To discuss children's needs with fellow staff
with respect and confidentiality
4.1. To create a classroom environment where
children can make responsible decisions about
their behaviour
4.2. To establish procedures for the thorough
preparation of all lessons, learning activities and
resources
6.4. To develop skills in negotiating learning
outcomes with children
7.4. To develop skills in observing and
monitoring behaviour in learning environments

FEMALE
MEAN
RANKING

MATE
MEAN
RANKING

49.9

49.8

49.9

50.5

50.1

49.5

49.8

51.1

50.6

49.9

48.4

48.9

49.6

49.2
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Appendix 16-Indìcators ranked highest in difficulty by
female teachers.
INDICATOR

MEAN
RATING

STAND.
DEV'N

MATE
TEACHER
RANKING

1.5. To establish and maintain routines for children who
need independent and/or extension activities

3.7 *

1.28

1

2.4. To attend suitable inservice and academic courses on
classroom management and discipline

3.6 *

1.17

•

4.6. To provide for and ensure that there are appropriate
opportunities for learning and success for all students

3.5*

1.24

8

4.1. To create a classroom environment where children
can make responsible decisions about their behaviour

3.4

1.26

11

4.3. To design and effectively implement educational
experiences which maximise learning for/in children

3.4

1.14

13

3.4*

1.07

10

3.4

1.17

12

3.3 *

1.17

•

3.3*

1.15

14

3.3

1.12

7

7.2. To act consistently in applying consequences and
sanctions to behaviour

3.2

1.33

5

1.4. To organise, label and utilise a wide range of
resources to support teaching/learning activities

3.2

1.16

6

2.2. To demonstrate an awareness of and make
appropriate judgements about the need to seek support

3.2

1.08

•

8.4. To develop the ability to use skills in defusing,
isolating and withdrawal

3.1

1.11

15

6.4. To develop skills in negotiating learning outcomes
with children

3.1

1.06

•

8.1. To demonstrate an awareness and developing ability
to discover and utilise alternative options to resolve
conflicts
4.5. To develop, implement and evaluate appropriate
learning programs that are responsive to the needs of
children
7.1. To demonstrate an ability to recognise and defuse
potential problem situations
5.4. To develop skills to develop an understanding of
how behaviour is learned and how it changes
8.5. To be able to follow up effectively

* Refers to highest ranking indicator in the competency area
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Appendix 17. Indicators ranked highest in difficulty by male
teachers.
INDICATOR

MEAN
RATING

STAND.
DEV'N

FEMALE
TEACHER
RANKING

1.5. To establish and maintain routines for children who
need independent and/or extension activities

4.1*

.94

1

7.6. To be flexible in using skills to suit the level/needs of
different children

3.9*

.83

•

4.4. To create a learning environment where children and
teachers are free to take risks in learning

3.9*

.96

•

4.9. To be able to systematically keep records and
programs

3.8

1.34

•

7.2. To act consistently in applying consequences and
sanctions to behaviour

3.7 *

1.07

11

1.4. To organise, label and utilise a wide range of resources
to support teaching/learning activities

3.7

1.03

12

3.7

1.14

10

4.6. To provide for and ensure that there are appropriate
opportunities for learning and success for all students

3.6

1.20

3

5.3. To develop an awareness of and ability to recognise
and assess individual differences in children

3.6*

.94

•

8.1. To demonstrate an awareness and developing ability to
discover and utilise alternative options to resolve conflicts

3.6*

.98

6

4.1. To create a classroom environment where children can
make responsible decisions about their behaviour

3.6

1.04

4

8.5. To be able to follow up effectively

4.5. To develop, implement and evaluate appropriate
learning programs that are responsive to the needs of
children
4.3. To design and effectively implement educational
experiences which maximise learning for/in children

3.6

1.20

7

3.5

.99

5

5.4. To develop skills to develop an understanding of how
behaviour is learned and how it changes

3.5

1.04

9

8.4. To develop the ability to use skills m defusmg,
isolating and withdrawal

3.5

1.04

14

* Refers to highest ranking indicator in the competency area
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Appendix 18. Indicators ranked lowest in difficulty by
female teachers.
INDICATOR

MEAN
RATING

STAND.
DEV'N

2.4

1.27

1.6. To devise and maintain procedures for allocating
classroom responsibilities for children

2.2

1.07

1.7. To estabUsh and implement collaboratively with the
class a set of workable and displayed classroom rules

2.1

1.08

2.6. To discuss children's needs with fellow staff with
respect and confidentiality

2.4

1.10

3.1. To utilise practices where children's efforts are
recognised through praise and encouragement

2.0

1.01

3.4. To develop a capability to treat children and adults
with mutual respect

2.2

1.29

2.4

1.16

4.4. To create a learning environment where children and
teachers are free to take risks in learning

2.2

1.29

4.8. To utilise syllabus and curriculum documents as a
basis for programming

2.3

1.14

2.4

1.20

2.3

1.20

2.1

.98

1.2. To organise for the physical layout of the room,
allowing for appropriate furniture for the size of children

3.5. To make sensitive use of a sense of humour

6.1. To develop and maintain rapport with children
6.8. To understand and utilise clear and understandable
language at levels appropriate to the developmental stage
of children
7.5. To develop skills in establishing and revising
classroom rules
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Appendix 19. Indicators ranked lowest in difficulty by male
teachers.
INDICATOR
1.2. To organise for the physical layout of the room,
allowing for appropriate furniture for the size of children
1.6. To devise and maintain procedures for allocating
classroom responsibilities for children
1.7. To establish and implement collaboratively with the
class a set of workable and displayed classroom rules
2.6. To discuss children's needs with fellow staff with
respect and confidentiality
3.1. To utilise practices where children's efforts are
recognised through praise and encouragement.

2.3

STAND.
DEV'N
1.19

2.1

.87

2.4

.72

2.4

1.34

2.5

1.10

MEAN
RATING

Appendix 20. Indicators with high levels of importance and
high levels of difficulty by female teachers.
INDICATOR
4.5. To develop, implement
and evaluate appropriate learning
programs that are responsive to
the needs of children
8.5. To be able to follow up
effectively

MEAN
RATING
IMPORT
ANCE
4.8

STAND
DEV'N

4.7

STAND.
DEV'N

.68

MEAN
RATING
DIFFIC
ULTY
3.4

.71

3.3

1.12 .

1.17
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Appendix 21. Indicators with high levels of importance and
high levels of difficulty by male teachers.
INDICATOR
4.5. To develop, implement
and evaluate appropriate
learning programs that are
responsive to the needs of
children

MEAN
RATING
IMPORT
ANCE

4.6

STAND. MEAN
DEV'N RATING
DIFFIC
ULTY
.62
3.6

STAND.
DEV'N
1.20

Appendix 22. Indicators with high levels of importance and
low levels of difficulty by female teachers.
INDICATOR
3.1. To utilise practices where
children's efforts are recognised
through praise and encouragement
6.1. To develop and maintain
rapport with children
3.4. To make sensitive use of a
sense of humour

MEAN
RATING
IMPORT
ANCE
4.8

STAND
DEV'N

STAND.
DEV'N

.66

MEAN
RATING
DIFFI
CULTY
2.0

4.8

.67

2.

1.20

4.6

.82

2.4

1.16

1.01
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Appendix 23.

Indicators with high levels of importance and

low levels of difficulty by male teachers.
INDICATOR

STAND.
DEV'N

MEAN
RATING
IMPORT
ANCE

STAND
DEV'N

MEAN
RATING
DIFFIC
ULTY

3.1. To utilise practices where
children's efforts are recognised
through praise and encouragement

4.8

.43

2.5

1.10

2.6. To discuss children's needs
with fellow staff with respect and
confidentiality

4.7

.58

2.4

1.38

Appendix 24. Indicators with low levels of importance and
high levels of difficulty by female teachers.
INDICATOR

6.4. To develop skills in
negotiating learning outcomes
with children

Appendix

MEAN
RATING
IMPORT
ANCE

STAND
DEV'N

MEAN
RATING
DIFEIC
ULTY

3.9

1.00

3.1

STAND.
DEV'N

1.06

25. Indicators with low levels of importance and

low levels of difficulty by female teachers.
INDICATOR

1.6. To devise and maintain
procedures for allocating
classroom responsibilities for
children

MEAN
RATING
IMPORT
ANCE

STAND
DEV'N

3.9

1.08

MEAN
RATING
DIFFICUL
TY
2.2

STAND.
DEV'N

1.07
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Appendix 26. Indicators with low levels of importance and
low levels of difficulty by male teachers.
INDICATOR
1.6. To devise and maintain
procedures for allocating
classroom responsibilities for
children
1.2. To organise for the physical
layout of the room, allowing for
appropriate furniture for the size
of children

STAND.
DEV'N

1.339

MEAN
RATING
DIFFIC
ULTY
2.61

1.149

2.33

1.188

MEAN
RATING
IMPORT
ANCE
3.5

STAND
DEV'N

3.56

1.195
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